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USE OF THESIS

The Use of Thesis statement is not included in this version of the thesis.

ABSTRACT
The Australian Institute for Teaching and School Leadership (AITSL) has offered
certification for teacher career progression to Highly Accomplished and Lead
teacher status since 2012. By 2020, about 800 teachers (from an Australian teacher
workforce of 300,000) had achieved certification. At the same time, AITSL
leadership has advocated for a HALT in every school – which would require 10,000
certified teachers. This research examines the views of teachers from one
education sector, in one Australian territory, regarding teacher certification. This
research identifies major factors encouraging these teachers to consider
certification; drag factors encountered by the teachers during their consideration of
certification; and major factors discouraging these teachers from considering
certification. The study used focus group interviews with secondary teachers from
independent schools in the Australian Capital Territory. Participants were asked
about their experiences and interactions with the Australian Professional Standards
for Teachers in terms of their view of the profession and career progression.
Findings highlight that the participant-teachers had little appetite to engage with
the Standards and saw few connections for the Standards in their daily work or for
their career development. This group of teachers saw applying for certification as a
threatening and onerous task which provided limited (if any) benefit to their career
or their day-to-day teaching. They were unable to quantify the contribution of
certified teachers to their sector of education. The study highlights the need for
additional research in this area, particularly in other sectors, other states and other
settings, to secure evidence of teacher views. Further research is essential to inform
the direction for development of the Standards in Australia.
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CHAPTER ONE: INTRODUCTION

We all remember a favourite teacher. Maybe it was the teacher who helped you
move from a C to a B in science, the one who taught you how to throw a discus, or
the one who explained quadratic equations carefully, again and again, even when
both of you were not exactly sure why it mattered. The memory of a favourite
teacher is a common motif as people consider the decade or more that they spent
in primary and secondary education.
But was your favourite teacher a great teacher? Were they a high-quality teacher?
Were they an expert teacher? On what measures? On whose judgement? For what
influences? The memory of your 12-year-old self might provide a warm glow, but it
is a long way from quantifying quality teaching and identifying teachers of quality.
The focus on the quality of teaching in Australia is nothing new. One hundred years
ago, The Queensland Times discussed the urgent need for an improvement in the
quality of correspondence lessons – based on identifying “selected classified
teachers” capable of setting superior lessons (Queensland Times, 1922, p. 5). Since
then, myriad schemes to measure, identify, recognise, reward and capitalise on
agreed superior classroom operators have emerged in varying sectors or systems.
For example, Western Australia’s public education system has used the Level Three
teacher denotation for more than a decade. Meanwhile, the independent school
sector in the Australian Capital Territory employs a scheme to categorise teachers
as proficient, experienced or working at a stratum of professional excellence as part
of their operational practice for teacher career progression. In the main, the focus
has been consistent and (on the surface) quite simple. There is an underlying and
unquestioned assumption that more capable teachers can do more in class, can
shift students to achieve more, can deliver more to school communities to lift
general standards. It is an attractive idea – that a more-capable teacher can deliver
more and become a focus for schools or clusters to improve the daily work of
others. More of this, more of that – that more capable teachers can do . . . more.
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Approaches to inspect, measure, compare and certify classroom teachers have
been proposed, trialed, implemented (and in some cases, abandoned) around the
world for many years. Various systems and educational structures have wrestled
with the idea of creating categories for teachers – not based on experience or
specialization, but on the concept that teachers exist in strata of expertise.
Speculation on the reasons for such a focus on relative teacher performance leads
just a short distance – teacher quality is seen as a neon-light measure for
potentially advantageous outcomes in education. Get the teaching right, and
everything else follows. At first glance, the logic is irresistible. Better teachers
deliver . . . whatever the desired outcome may be. Student outcomes, standardised
test scores, preparation for work and careers, a focus on values – there is a regular
belief that so many desired outcomes from the years of compulsory schools can be
built on the bedrock of high-quality teaching.
The assumption provides a series of questions regarding the structure and the role
of standards for teachers. In the context of this study, this raises questions about
who is identified as a high-quality educator, and how the decisions are made. Are
designated teachers equally effective in every teaching and learning situation? If
not, which are the critical circumstances?
An exploration of common approaches to quantify teacher quality is provided by
Goodwyn (2017) in a study of international moves to examine expert teaching. His
analysis of teacher certification and accreditation schemes around the world is
based on the premise that various degrees of teacher expertise can be quantified –
fundamentally by examining what teachers do (and what they do not do). While
there is no consensus about what good teachers “are”, international teacher
evaluation systems look at what teachers “do”. For Goodwyn, one outcome of this
effort to treat teaching as a “set of competencies has been the rapid rise globally of
‘standards’ – descriptive statements of what effective teaching should be like”
(2017, p. 45). In Australia, this focus (and the central aspect of this study), has most
recently been presented with the development of the Australian Professional
Standards for Teachers (commonly, and hereafter, referred to as ‘the Standards’).
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Yet across Australia there are various approaches and varied schemes to sort,
identify and denote high-quality teachers. Variations are mostly based on shifts in
geography and differing educations systems and sectors. There is no commonality
in approaches for assessing and certifying teachers across the Australian education
system as different states and sectors (public, Catholic, independent) may operate
their own programs. These schemes have used inspections, portfolios or third-party
recommendations to identify teacher activity and actions; have used financial or
career incentives to reward teachers; and have presented so-identified teachers
with roles that may cover professional leadership, peer-mentoring, or in fostering
the cultural growth of communities. The history of such schemes is vast, vexed and
variegated.
The focus for this study is the most recent Australian episode to quantify teacher
quality: certification of Highly Accomplished and Lead Teachers (HALTs) under the
Standards. It is the dominant scheme in Australia, but it is not the only one. The
trajectory of the current Standards can be traced to 2009, with the establishment of
the Australian Institute for Teaching and School Leadership (AITSL), with a mandate
to promote excellence in Australian schools and further professionalise teaching
through the development and implementation of a set of professional standards
(Dinham, 2013). While teaching standards had been part of the Australian teaching
landscape since the 1970s (Aspland, 2006) a growing focus on international
educational outcomes, and (in turn) the professionalism of teachers led to the
prioritization of efforts to quantify and promote teacher quality (AITSL, 2013). A
series of stakeholder meetings in all Australian regional jurisdictions led to the
introduction of the Standards in 2011 (Rienstra, 2010), delivering a set of standards
that would serve as a measure to identify quality markers, provide quality
assurance for education and improve the overall quality of teaching to provide
maximum impact for Australian students (Timperley, 2011).
In 2012 the Standing Council on School Education and Early Childhood (SCSEEC)
endorsed and released the Certification of Highly Accomplished and Lead Teachers:
Principles and Processes. This provided an Australian first, by seeking to outline
national principles and processes for recognising and supporting excellent teaching
11

practitioners. At the time, the Australian Institute for Teaching and School
Leadership (AITSL) noted “teachers committed to improving their practice are vital
to student success. As well, they contribute to the advancement of their schools
through modelling and leading others to improve practice” (AITSL, 2012, p. 3).
The tool to quantify measurement of teacher quality in Australia lies in the
Australian Professional Standards for Teachers. The Standards provide a pathway
for teacher development – from Graduate, to Proficient, to Highly Accomplished
and Lead teacher. (Descriptors for each stage are presented in Appendix One.) The
Standards are arranged in three domains of teaching: Professional Knowledge,
Professional Practice and Professional Engagement. At each stage, descriptors
provide markers for teacher action in seven areas:
•

Know students and how they learn

•

Know the content and how to teach it

•

Plan for and implement effective teaching and learning

•

Create and maintain supportive and safe learning environments

•

Assess, provide feedback and report on student learning

•

Engage in professional learning

•

Engage professionally with colleagues, parents/carers and the community
(AITSL, n.d.)

The Standards provide descriptors to differentiate teachers according to expertise –
with practitioners certified as Highly Accomplished and Lead Teachers able to
demonstrate (through a review of practice, references and observation) how they
meet seven standards.
Teachers can use the Standards to map career progress, from initial employment
(Graduate) to a position where teachers have influence beyond their classrooms to
improve teacher quality (and by implication, student outcomes). Upon graduation,
teachers refine skills and develop approaches in a classroom environment. They
work with other teachers, they reflect on their approaches, they apply skills from
professional development sessions. Teachers progress to “Proficient” status upon
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the presentation of a portfolio of work, which is reviewed by the relevant certifying
authority in their jurisdiction (AITSL, 2012).
For the majority of teachers (indeed, the vast majority) this is the most significant
progress step they will take using the Standards. In fact, for the majority, it is the
only step they will take. Teachers working at Proficient status make up the vast
majority of Australia’s teacher workforce. AITSL describes Proficient status criteria:
•

As a proficient teacher, you will have met the requirements for full
registration through demonstrating achievement of the seven Standards at
this level.

•

You can create effective teaching and learning experiences for students.

•

You design and implement engaging teaching programs that meet
curriculum, assessment and reporting requirements.

•

You are an active participant in your profession and, with advice from
colleagues, identify, plan and evaluate your own professional learning
needs. (AITSL, n.d.)

Teachers can choose to progress to Highly Accomplished and/or Lead status (the
HALTs) at any stage of their career. They may do so working as an individual, or
they may work in a group for collective support, or at the encouragement of school
or system-wide leadership group. The process is generally similar across systems
and jurisdictions – teachers submit an application comprised of a portfolio of work,
aiming to demonstrate how their work addresses the Standards at the relevant
certification level. At a general level, Highly Accomplished teachers use their skills
and experience to influence and support the development of others. The
descriptors for Highly Accomplished repeatedly refers to phrases of “work with
others” or similar (AITSL, 2012). The concept is to be a changemaker at the peer
level, with the Highly Accomplished teachers recognised as highly effective
classroom operators, (AITSL, 2012). At the Lead strata of certification, teachers are
able to develop, instigate and manage change at the school (or cluster of schools)
level.
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AITSL conducted a study in 2013 to review teachers’ initial ideas about the
Standards. Following a year of introduction, AITSL reported:
The level of positive engagement of the education profession with the
Standards is high. The Interim Report on the Evaluation of the
Implementation of the Standards by the University of Melbourne found that
an average of 61% of teachers, school leaders and teacher educators have
used the Standards. Engagement with the Standards will further increase as
AITSL continues to promulgate tools and resources that support teachers to
utilise the Standards within their practice. (AITSL, 2014, p. 2).
On the surface, this appeared to be an encouraging start. Three in five teachers had
used the Standards in the initial year, and AITSL was confident use of the Standards
by teachers would expand as awareness and utility spread across the various
educational sectors. While AITSL’s view has enjoyed the support of successive
national education ministers (Birmingham, 2017), criticism of the Standards has
been widespread. Kennelly et al. (2014) conclude the Standards have privileged
literacy and numeracy instruction over cross-curricula teaching, and teachers’
attention to the respective areas has followed accordingly. Dinham (2013) links the
focus on the teaching Standards to a narrowing of the breadth of initial teacher
education. He also calls for careful integration of the Standards to provide the
education sector with a whole-of-career system to improve teacher performance
(Dinham, 2011). Talbot highlights a concern that the Standards have collected,
collated and organised a portfolio of evidence “of no particular contextual
relevance . . . evidence for no one” (2016, p. 88). O’Sullivan (2016) criticises the
Standards for narrowing the focus of discussions of teacher quality, providing a set
of criteria that focuses on traditional literacy skills “while ignoring a broader vision
of educational purpose” (p. 55).
In 2016, AITSL hosted a conference for teachers who had received certification as
Highly Accomplished and Lead Teachers under the scheme. The conference, in a
series that have come to be known as HALT Summits, was told 284 teachers had
received certification in the previous four years (Evans, 2016). Teachers at the
conference were challenged to encourage a colleague to undertake national
14

certification, so that the number of HALT teachers would reach beyond 500 over
the coming year. Margery Evans, at that time CEO of AITSL, told the meeting this
growth would reflect a “strong and desirable growth in teacher expertise and
opportunities for enhanced student learning” (Evans, 2016).
In March 2018, the corresponding annual conference was told 473 teachers had
achieved certification (Kazegraham, 2018). At this iteration of the HALT Summit,
AITSL chair John Hattie outlined a target for 10,000 certified HALT teachers within
five years (personal communication, HALTSUMMIT18, 16 Mar 2018). While the
goals had been made clear, the uptake of certification by fewer than 100 teachers
per year meant the achievement of the Chairman’s targets was at the time, and
continues to be, problematic. The reality is evident in the actions of the majority of
Australian teachers for most of the past decade. In the main, teachers have not
moved to achieve HALT certification in anything like the numbers mooted by the
Chairman. Overall, the national number of teachers to achieve certification has not
matched the aspirations of the scheme’s proponents in any shape or form.
For much of the same time, teacher quality has remained under the regular gaze of
politicians and become a topic for regular media conversation. Dinham (2013) notes
there had been a state or federal inquiry into teacher quality every year for the past
30 years. These inquiries, as well as a range of other advice, inputs and influences,
have provided many recommendations to develop approaches and schemes to
improve teacher quality. These have ranged from sacking the “bottom” five per
cent of teachers, to implementing performance pay, to introducing non-teachers as
school principals (p. 93).
This regular and high-profile public discussion sits alongside teachers’ view of self
and of their profession and their engagement (or otherwise) with AITSL’s systems
and standards. In an Australian study conducted by Mayer et al. (2005), the ability
of teachers to “experiment with the standards, provide opportunities for learning
and build a sense of professionalism” (p. 176) was centrally important to the
development of a quality standards system. This preceded the current AITSL
standards by several years, with the authors then calling for a model of standards
that emphasizes a learning framework (among the education community) for using
15

the standards, teacher ownership of the standards and a range of processes in
manners that recognise teacher professionalism (2005, p. 177).
The gap between the “10,000 teachers” goals for certification and the actuality of
numbers who have achieved HALT status provides the genesis for this research and
study. Perhaps the gap confirms there is a tension between teachers’ current level
of activity around certification under AITSL standards and the desires of organisers.
If so, this would mirror much of the international experience regarding teacher
certification schemes where achievement numbers often do not fulfil bold targets.
This study aims to consider teachers’ views of progression within the AITSL
Standards and provide a view about the relative levels of interest of teachers to
grow the pool of HALT teachers. The study will explore the accelerator and drag
factors nominated by teachers as they consider or turn away from the AITSL
certification pathways to Highly Accomplished and Lead Teacher certification. While
the AITSL scheme is now clearly beyond a developmental phase, teacher support
for such a scheme appears to be limited when based on the trajectory of numbers
in the past decade. A study of teacher attitudes can suggest reasons for this gulf
and determine what lies between the aspiration of the scheme’s proponents and
the reality of the number of teachers seeking and/or achieving certification.
This study presents the opinions of current teachers regarding their use of the
Standards. The research is based on a phenomenological study of teacher
experiences with the Standards. Notably, what factors might encourage teachers to
pursue certification at Highly Accomplished and Lead Teacher (HALT) status?
Conversely, what are the factors and experiences shaping the decisions for teachers
who decide not to pursue HALT certification?
This study provides a platform for teachers’ voices on their experiences surrounding
progress to HALT certification. This expression will be outside the responses of
various reporting or regulatory bodies in Australia and records the experiences of
teachers over the past nine years since the introduction of the Standards.
The direct nature of the study is important as there are few formalised,
independent studies of these teacher experiences. The existing literature (See
16

Chapter Two) provides responses about attitudes towards the Standards, but these
are framed by regulatory bodies with an obvious interest in the growth and
operation of the progressions.
It is important to note that the teacher participants for this study are from one
education sector in one jurisdiction of Australia. There are eight jurisdictional areas
for Australia (six states and two territories). In each state, up to three systems run
for teacher administration (providing separate workplace regulatory elements for
workplace awards, promotional and oversight) in State, Catholic and Independent
schools. While the same certifying authority may exist for HALT certification in one
state, three awards may cover teachers there – with separate reward systems and,
at times, separate signals for progressing careers, and for recognising teachers’
development and their transformation of skills. Since 2012 the certification
landscape has been patchworked, with some states and territories providing
certification for all teachers; some providing for some sectors only (Western
Australia); Queensland adopting the HALT model in 2017 and no widespread
systematic support for HALT certification in Victoria or Tasmania (AITSL, n.d.),
despite some pilots begun in 2020 (AITSL, 2019).
Based on these contrasting situations it is not surprising that the progress of HALT
certification is quite different for different educational systems and in different
jurisdictions. At the end of 2020, in Victoria and Tasmania, there were no HALT
teachers. In Queensland, 87 teachers have been certified since 2017, with none
prior to that. Western Australia had 12 teachers certified in 2013, and only eight
more since that time. (Y. Delgado, personal communication, 14 Jan 2020). Over the
same period, AITSL Board chair Professor John Hattie has opined about the growth
schedule for HALTs in Australia, variously as a HALT in every school (personal
communication, HALTSUMMIT17, 18 Mar 2017), or 10,000 HALTs (personal
communication, HALTSUMMIT18, 16 Mar 2018) or 14,000 HALTs (Hattie, 2019). At
the time of writing, it is unclear where the chairman’s target trajectory actually lies.
Table 1 presents the growth in HALT numbers nationally − the numbers of teachers
certified as HALT.
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TABLE 1: HALT Teacher numbers in Australia
Source: (Email, M. Kelso, personal communication, September 1, 2020)
Year
HALT Numbers

2012

2013

2014

2015

2016

2017

2018

2019

25

160

206

287

356

462

562

696

From a national teaching population of nearly 300,000 professionals, it would
appear the growth of the scheme has been slow and uneven, with stark variations
across state, territory, sector and teaching communities.
As a historic side note, it is worthwhile tracing Australian political shifts during this
period, as these influenced priorities and directions in education policy and
subsequent implementation of a range of initiatives, including the Standards. In
June 2013 Kevin Rudd won a leadership vote to replace Julia Gillard as Labor Prime
Minister. By September 2013 Tony Abbott had led the Liberals to an election win
and replaced Mr Rudd as Australian Prime Minister with Labor occupying the
Opposition benches. Changes in government, education ministers and public policy
were consistent during this time, providing for a clouded introductory period for
the Standards.
Nearly a decade on, there is clearly a tension between a system that has certified,
on average, about 70 teachers a year since inception in 2012, and the ideals of the
AITSL chair for much wider penetration of the national teacher workforce. At
current rates, it would take another 191 years to meet the most recent target of
the AITSL board chair, Professor John Hattie. The views of teachers in this study will
provide an insight into teacher attitudes towards HALT certification and progression
through the Standards – what makes the process attractive for teachers and what
areas provide little incentive or even opposition.
Australia is not alone in searching for a scheme to provide national certification of
teachers. Chapter Two: Literature Review presents a discussion of similar and
dissimilar schemes from education systems around the world. Such schemes:
•

have been presented with and without monetary rewards;
18

•

have been imposed as a pre-requisite for employment and have been
offered as a pathway for promotion;

•

have been made with quotas for fulfilment and have been offered as
incentives for various employment or action schemes.

The point for this study is that Australia can look internationally for evidence or
replication of almost any variation of teacher certification scheme. Given the
required outcomes, advocates can find an international case study that mirrors
their preferred position. This study does not look internationally for validation – it is
the voice of one group of Australian teachers about the scheme they have operated
under for nearly a decade.

Figure 1: A Conceptual Framework of factors influencing teachers’ view of progress
through HALT Standards.
The conceptual framework presented at Figure 1 represents factors framing
teachers’ view of progress through the HALT Standards. The figure represents the
range of influences, views, accelerator and drag factors that teachers face as they
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consider a certification journey from Proficient status to Highly Accomplished
and/or Lead teacher.
At the centre is a teacher who may stand alone at the front of a classroom for five
hours every day. They may work with a teaching team, they may have five classes
over two campuses, or they may have hybrid classes to teach during a pandemic.
Each teacher may have their own view about what defines “a quality teacher” –
what is it that they are, what is it that they do, that defines their work as superior to
a teacher in the median. This study sets out to examine their view of progression
through the Standards. However, their view is not theirs alone – it is a product of
their lived experiences, their value set, perhaps influenced by their career stage and
the nature of their daily work – the teacher views the Standards through their own
lens, but it is a lens shaped by many factors. As a phenomenological study, this
places the views of teachers at the centre of the study, with their position (literally)
framed and influenced by factors at a range of levels.
At the local level, these factors are centred on school posture: the state and intent
of the school regarding certification, This aspect covers covers the relative
emphasis, attention and direction provided at the school level for teacher to
consider HALT certification. What support measures exist? What views are held by
school leaders, and presented by the culture of the school, that influences a
teachers’ view of the standards? At the same local level is the interaction of any
given teacher with their peers. This may influence an individual teacher’s views of
progress through the Standards as peers share their thoughts, experiences,
aspirations and approaches to such a move. The local level provides daily influences
on a teacher’s views of themselves, their role and their position relative to the
Standards – either in an implied or an explicit manner.
AITSL (2016, p. 1) posits the Standards “are a public statement of what constitutes
teacher quality”. The standards define the work of teachers and make explicit the
elements of high-quality, effective teaching across three domains: Professional
Knowledge, Professional Practice and Professional Engagement; and across four
career stages: Graduate, Proficient, Highly Accomplished and Lead. The Standards
(at Appendix One) describe the knowledge, skills and attributes that teachers are
20

expected to attain at each of four career stages. AITSL presents that the teachers
who achieve certification are expert practitioners who have “undertaken a rigorous
and challenging process to be recognised by their peers, their principals and the
wider community as consistently performing at the Highly Accomplished and Lead
careers stages of the Standards” (AITSL, 2016, p. 2).
Further, there are factors at a system level that may influence the view of each
teacher as they consider the Standards and HALT certification. Does their system
offer monetary and/or career rewards for certification/ If so, how much? What
about systemic support for teachers considering certification – what mechanisms
exist to guide teachers as they consider certification? These influences may exist
beyond the reach of the local level – national policy for their school’s system
(public, Catholic or independent); career progression based on certification (or not);
even the fact a system or a jurisdiction does or does not support HALT certification.
This also provides scope for teachers to react to national policy factors from
government of governing bodies – the influence of the education minister, AITSL or
AITSL officials upon teacher experiences and view-formation.
Finally, there is consideration of global factors to frame conversations about quality
teaching. Teachers are regularly exposed to media and academic declarations
following international studies like studies like the Program for International
Student Assessment (PISA) or PISA or the Teaching And Learning International
Survey (TALIS). Some countries are regularly presented as cradles for quality
education. Some regimes are promoted or derided for specific approaches to
classroom management, student engagement or assessment. The influence of this
factor on a specific teacher is truly individual – how have they engaged with
information about global factors? For what effect? Are their interpretations valid or
relevant? Any global phenomenon regarding education trends, failures or successes
has the potential to influence a teacher’s view of what is valid and relevant
education and to frame their view of Australian systems to define quality in
teaching.
A review of the literature provides further indications about how teachers engage
with the Standards. Call (2018) notes teachers view the Standards as having the
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potential to have a positive influence on their teaching and their career progress.
However, Call’s study considers the progress of certification as fraught with
difficulties, as “getting all teachers to use the APST (Standards) as intended might
be more of a challenge” (p. 100). Views of the first five years of use of the
Standards in Australia highlights the "difficulty in engaging teachers with the
mandated APST whilst they (teachers) are already preoccupied with issues of
accountability, compliance and time constraints” (p. 100).
At the same time, a study of teacher attitudes by Monash University in 2019
(Heffernan et al.) indicated the degree of sensitivity Australian teachers carry
regarding evaluation of their pedagogy and evaluations of the quality of their
teaching. In a study covering more than 2000 teachers, a majority of respondents
reported unease with public views of the profession based against what they
(teacher respondents) felt were more legitimate views of activity in the sector.
This speaks of a distance between attitude and intention, and a challenge for AITSL.
It presents a disconnect of teachers as they attempt to interact with teaching
standards, with some admitting to merely “playing the game” to appease their
leadership (Tuinamuana, 2011, p.78)
This study investigated teachers’ views and definitions of what high-quality
teaching is and what high-quality teachers do. This framework puts teachers at the
centre of this formulation, based on their synthesis of ideas from local, system and
global factors. It recognised that individual perceptions will vary and that beliefs are
exactly that – formed ideas held by individuals based on their experiences and
environments. The study investigated the views of a group of secondary teachers in
the independent sector of the Australian Capital Territory. Through a series of focus
groups, the study explored teachers’ views about working with the Standards
during their careers. Specifically, the study asked: what factors are teachers
engaging with as they consider certification as a HALT.
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CHAPTER TWO: LITERATURE REVIEW
A focus on teacher quality
A focus on quality outcomes in education is not new (Queensland Times, 1922). It is
not even a point of surprise or alarm in any discussion of educational direction. It is
an accepted norm that policy direction, public discussion and even school carpark
conversations debate and provide commentary on what works in education. Highstakes tests, low-stakes inspections, international rankings, meta-studies,
comparisons with the school down the road or that one in an equivalent postcode
in a different city – the landscape of discussion is filled with comparisons and
messages about quality in education. We live, and teachers work, in an era where
students’ (and by association, teachers’) performance is under the magnifying glass
each year with NAPLAN, PISA or ATAR rankings, or in op-ed pieces or tweets from
commentators about the future of education (Jackson et al., 2017). The result is
often that education is a familiar (and political) football for simplistic and dogmatic
public debate. Given this profile and a constant menu of discussion and analysis, so
the performance of teachers is a consistent factor for public inspection.
This literature review examines international schemes to assess teacher quality as
well as those developed and implemented in Australia. The review will cover:
•

Various schemes to measure teacher quality

•

Designing professional standards for teachers in Australia

•

International perspectives on teacher assessment frameworks

•

Teachers’ views of international teacher assessment schemes

•

Teachers’ experiences with engaging with professional standards

•

A focus on Australian experiences.

This thesis provides a literature review to outline the history of teacher quality
standards in Australia and contrast the local experience with international teacher
certification measures. Further, the study will provide a review of studies of teacher
attitudes towards schemes to investigate and nominate teacher practice according
to formal quality standards.
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SECTION ONE
The rationale to measure teacher quality
This review takes as its starting point the following “why” for developing,
implementing and carrying out teacher certification procedures. This focus opens
the lens on teacher quality – not just the identification of, not just the development
for, and not just the impact of learning by. This alignment attempts to reconcile the
demands for educational quality, the enhancement of teaching practices through
professional development and the recognition of teacher knowledge, skills and
competencies (OECD, 2013). This frame is reflected in Australia with the
development of the Standards. In Australia, “the Standards and their descriptors
represent an analysis of effective, contemporary practice by teachers throughout
Australia. Their development included a synthesis of the descriptions of teachers’
knowledge, practice and professional engagement used by teacher accreditation
and registration authorities, employers and professional associations” (AITSL, 2016,
p. 2). Again, there is a focus on relative value of teacher practice and the scope for
development over the short, medium and long term.
Based on these concepts, teacher quality assessment systems often set out to
examine what teachers do, rather than rely on simple output matrices. This study
of teacher activity can happen at the classroom, school, system, state or even
national/international level. The development of a survey to study teaching and
learning across nations by the OECD provides a brief for teacher performance,
placing teachers at the centre of any moves to deliver quality education, by
providing foundation skills, and professional adaptability and the ability to learn in
the short, medium and long term (OECD, 2012).

Finding best practice to measure teacher quality
At the basis of this discussion is a fundamental question: can teacher performance,
processes and outcomes be measured? Upon what criteria? Who decides? How can
different teachers be compared when they operate in different settings or systems?
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For what purposes will evaluations be used? How do studies normalize for other
factors in education, like students, schools and setting?
This question can be addressed through a range of lenses– as examples, a political
lens to examine where power lies in the evaluation and certification process and
how this affects teacher agency; a social lens to look at the role and interactions of
groups and/or an economic focus, looking at the organisation and best use of
resources, seeking ways to ensure the greatest output from each teacher or a
utilitarian lens, looking at a scheme that provides the greatest good for the greatest
number of teachers and/or students. This study will work with a humanist approach
to examine the effect of evaluation on the teacher and their view of self-as-teacher.
A 2014 review in the United Kingdom (Coe et al., 2014) sought to address three
“apparently simple” (p. 2) questions about measuring teacher quality. These
questions are at the centre of approaches for the development and operation of
certification programs – namely:
•

What makes ‘great teaching’?

•

What kinds of frameworks or tools could help us capture it?

•

How could this promote better learning in schools? (Coe et al., 2014).

For Coe et al. the challenge was to define the outcome/s that recognise teaching
activities and approaches. Is high achievement by students in testing regimes the
most valuable currency for quality teaching? The idea that educational systems can
do more than prepare for assessment creates a spectrum of what is quality
teaching. Coe et al. describes the balancing act that exists when we search for
systems to define excellence in teaching – “available assessments . . . may not fully
capture the range of the outcomes that we might specify as desirable aims for
education”. (p. 9)
The report reviewed six methods commonly used to appraise teacher performance,
noting only three had moderate validity in signaling teacher effectiveness, namely:
•

Classroom observations by peers, principals or external evaluators

•

Value added models (assessing progress in student achievement)
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•

Student ratings.

The report went further, noting three other assessment approaches which had
limited evidence of reliable assessment of teacher quality:
•

Principal or head teacher judgement

•

Teacher self-reports

•

Analysis of classroom artefacts and teacher portfolios. (Coe et al., 2014, p.
4).

The report provided direction for schemes that purport to assess teacher quality,
emphasising the need for consistency and reliability in approaches. The authors
called for a formative approach based on continuous assessment and feedback,
rather than relying on assessment of student results in high-stakes tests. In short,
the review nominated a “range of measures, from different sources, using a variety
of methods” to provide teacher appraisal. By triangulating various observations,
artefacts, reviews and measures of output (in an appropriately cautious and critical
manner), Coe et al. argue a method can be constructed to provide reliable,
relatable and sustainable assessments of teacher quality.
Buchanan (2017) nominated as “problematic” assessment of teacher quality via
student outcomes OR via professional attributes. He nominated assessment of
learning outcomes (what value a teacher adds) as difficult to isolate, based on the
influence of students’ starting points and factors operating within and beyond
classroom. Buchanan presented assessment via prescribed factors as resistant to
delineation, based on a “somewhat circular definition of those qualities” as they
precipitate quality student learning outcomes (2017, p. 120). Buchanan applied this
assessment of the possible presence of a circular argument in a critique of the
Standards. However, for Coe et al. (2014) such a value-add approach was
potentially problematic, noting “results can be quite sensitive to some essentially
arbitrary choices about which variables to include and what assumptions” are
made. However, there is a lukewarm endorsement of value-adding by Coe et al., as
“it does seem that at least part of what is captured by value-added estimates
reflects the genuine impact of a teacher on students’ learning” (p. 4).
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For several countries, the most common measure to evaluate teacher quality is the
performance of cohorts of students from teachers on standardised tests. It is a
simple enough construction: two groups of students sit an identical test, and the
cohort with the superior average performance must have had superior learning
experiences, ergo they had a better teacher. The validity (or otherwise) of a
widespread matrix will be discussed later. However, it is interesting to consider
other systems that have been used to evaluate teacher quality, prior to a
consideration of the current Australian method of evaluation of teacher activity.
Papay & Kraft (2016) considered studies of other measurements in a paper
considering the trajectory of improvement of teacher quality (based on evaluation
of teacher outputs as represented in standardised test results).
Studies show that teachers also affect a range of non-tested student
outcomes, such as attendance, self-efficacy, and perseverance (Blazar &
Kraft, 2015; Gershenson, 2016), and that those teachers who demonstrate a
strong ability to raise student achievement on tests aren’t necessarily the
ones who best develop students’ academic behaviors and mindsets.
The focus here was on two elements for assessment of teacher performance: firstly,
that teachers do more than is reflected in standardised tests; and secondly, that a
focus on achieving in tests, as led by classroom teachers, may come at the expense
of other aspects of student performance.
The action of teachers to transform students’ trajectory was referred to as the
“black box” influence by Kyriacou (1997). The study noted much of the study of
teacher effectiveness tries to measure the existing attributes of teachers and pupils
(my emphasis) and then looking at the examination results produced by each
combination. Kyriacou referred to this form of analysis as “black box” because it
ignores entirely the actual processes of teachers and students – it ignores what
happens in the classroom, prejudicing a comparison of before-and-after
scoresheets (1997, p. 5).
Beyond measurement and performance indicators, there is the enduring
acknowledgement in the literature that teachers are simply not all alike. Teacher A
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working in School Kappa can do different things to Teacher B in School Alpha – and
they can both be outstanding educators even though they have little in common in
their daily operation or classroom craft. Just as they are following their own
pathways for their careers and refining different aspects of their pedagogy for
specific settings, teachers’ expertise does not follow a simple framework. The
literature may disagree about definitions and how-to-define, about what to
measure and how to measure it; but there is a fundamental agreement that
teachers provide a gamut of quality performance – whether from individual factors,
from societal effects, from cultural influences or from the influence of specific
environments. Goodwyn (2017) refined work by Ericsson et al. (2006) to provide
the following points to define teacher expertise in a classroom setting, which is
useful when trying to adjust evaluation of various teachers:
•

Experts display characteristics, skills and knowledge that distinguish
them from the novice

•

Experts are able to consistently (though not perfectly) reproduce high
levels of performance

•

Experts are highly experienced

•

Experts are able to readily draw on these experiences that makes them
vastly superior to equally experienced peers

•

Expertise is acquired through deliberate (rather than repetitive) training
and practice. (2017, p. 3)

At face value, these points of definition appear generalised and not necessarily
effective measures of teacher performance. A teacher can be experienced but have
a history of poor classroom management and shallow curriculum knowledge. A
teacher can commit to deliberate training, but this could see them well-placed in
discredited approaches. The idea that someone can be distinguished from the
novice should not necessarily make them an expert – it may make then a nonnovice at best.
The discussion can pivot on effective measurements of teacher quality – the factors
that make a teacher’s work more effective than another, and at such a level as to
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make them an expert. At what stage of career is it relevant to quantify a teacher as
performing at a certain stratum – especially based on the contention of Ericsson et
al. (2006) that experience is a necessary factor to develop expertise. How does
assessment, appraisal and feedback differ for different teachers at different times?
This literature review uncovered a widespread discussion that teacher development
is not linear, and a singular assessment of teacher quality is relevant only at a
certain stage of professional development – and may not be the appropriate
method for other times of a career. The Australian Professional Standards for
Teachers acknowledges this point by providing four strata to track development of
teachers over a career: Standards exist for Graduate, Proficient, Highly
Accomplished and Lead Teachers (AITSL, 2016).
Other international systems rely on an assessment of teacher performance to
certify teacher performance at a specified level – effectively a gateway for teacher
certification. This is the model used by the National Board for Professional Teaching
Standards in the USA, which assesses teachers against five core propositions:
•

Teachers are committed to students and their learning

•

Teachers know the subjects they teach and how to teach those subjects to
students

•

Teachers are responsible for managing and monitoring student learning

•

Teachers think systematically about their practice and learn from
experience

•

Teachers are members of learning communities (NBPTS, n.d.)

A framework is presented to “describe what accomplished teachers should know
and be able to do to have a positive impact on student learning … through a
performance-based, peer-reviewed series of assessment components” (NBPTS,
n.d.). More than 125,000 teachers across the USA have achieved Board certification
(NBPTS. n. d.)
For the much-lauded education system in Finland, there is another approach for
assuring teacher quality. While each teacher is required to hold a Master’s degree
prior to entering the classroom, there is a further difference to the “observe and
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certify” approach present in many other countries. Simply, there are no clearly
defined career ladders. A 2019 report on Finland from the Center on International
Education Benchmarking (CIEB) advised Finnish teachers have unusual autonomy –
with control over their classrooms, lesson plans and time away from class. With
regard to career development, the situation is markedly different to an inspection
format. The report advised while “principals have decision-making responsibilities
for the school budget, the do not have a great deal of authority over teachers –
there is no tradition of principals observing teachers in order to evaluate them”
(CIEB, 2019, Finland: Teacher and Principal Quality, para. 6) The report placed the
role of inspection at a much more collaborative level – professionals sharing their
observations with recommendations for alternative approaches or making
suggestions to improve.
One-off or continuous; based on test data or based on assessment of a range of
outputs, mandatory or elective, institutional or cultural: education systems around
the world have adopted various approaches to provide a scheme to certify teacher
quality. The variety raises a question – why is there such a variation in approach if
the desired state is the same – to identify teachers able to do more for their
students?

A consistent focus when measuring teacher quality
Consider for a moment, a regime of teacher assessment where criteria are clear
and agreed. An approach that looks both at what teachers do, and the outcomes
they provide. A regime where artefacts, interviews, personal vision and alignment
with prescribed values are combined to determine the operation and impact of a
teacher.
Given this landscape, there is a regular theme that teacher professionalism will
shine, and that good teachers will do good – for their students and for their school.
It is a view is most commonly presented in news media discussion as the hardworking teacher doing their best – with an understanding society can “trust in the
professional expertise of our teachers” (Reid, 2019).
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It is a common motif for popular consumption – the hard-working teacher with
additional skills able to do more for students and secure their achievement in a
number of ways, in a range of fields. For example, a study of 435 school districts in
California looked at the English and mathematics achievements of students from
2015-2017. The study was clear in its conclusion – “aside from socioeconomic
status, a major predictor of student achievement is the preparedness of teachers”
(Podolsky et al., 2019, p. 18). Well prepared teachers, able to make significant and
lasting differences and secure performance gains for students.
There is an assumption in the assessment and certification regime that teachers
identified as “above average” (the exact nomenclature will vary) can work with
students and teaching teams to deliver “above average” outcomes. It is a simple
premise – teachers identified as delivering superior methods should inculcate
superior results for their schools and for their students. The popular view that (after
genes and home settings) is that teachers are the single most effective factor in
lifting student performance. It is a view presented regularly and quantified by
Opper (2019) writing “teachers are estimated to have two to three times the effect
of any other school factor, including services, facilities, and even leadership”. Opper
provides a hierarchy of factors, with differences and variations between students
providing 50 per cent of the variation and home, school and principal and peer
factors contributing the balance (20 per cent). Hattie (2003) provided more specific
quantification on the factors contributing to student performance during their
school career, noting teachers provide 30 per cent of the variation in whole-ofschool performance.
A highly-identifiable test of such an assumption about the potential influence of
superior teachers was provided in a five-year experience by The Intensive
Partnerships for Effective Teaching initiative in selected schools in Florida,
Tennessee and Pennsylvania from 2009. The scheme was designed and funded by
the Bill & Melinda Gates Foundation and provided a year-on-year effort to
dramatically improve measurable student outcomes—specifically graduation rates
for high school students and college attendance rates for low-income, minority
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students. The initiative was premised on increasing students’ access to effective
teaching and examining downstream effects of this access.
The Intensive Partnerships program was predicated on selecting superior teachers
based on published metrices that, while varying in weighting, included two
common factors (Stecher et al., 2018).
Every site included at least two factors in its composite score:
(1) rubric-based ratings of teaching based on classroom observations and
(2) a measure of student achievement growth calculated using either valueadded modelling or student growth percentiles. Some sites included other
factors, such as input from students or parents. In all of the systems,
measures based on observations of teachers’ practices and on student
achievement growth had the largest weights in each teacher’s overall rating
(p. xxix)
The model is a tantalizing view of teacher-led effectiveness, to make the most of
schemes to identify teachers able to “do more”. It seems obvious and possibly a
silver bullet for education systems, with a relatively transferable premise. Teachers
identified as superior and selected from amongst their peers, working in schools
and systems designed to allow them to use those superior skills to support
identified student outcomes. And yet, the 2018 review is clear that the outcomes
were not as expected by the stereotype, or hoped-for by the developers.
The IP initiative was designed to test whether the effectiveness-based
teaching policies described above would lead to dramatic improvement in
student achievement and graduation. We did not find this to be the case
when we compared student achievement and graduation in IP schools with
achievement and graduation in similar, non–IP schools within each IP site’s
state. (Stecher et al., 2018, p. xl)
The IP project was a wide-ranging initiative, with many variables and circumstances
that are not readily replicated in Australia. However, it does raise two general
questions: Is the identification of a superior teachers in one setting relevant and
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transferable to another setting; and can the presence of a teacher identified as
superior reliably and regularly produce above-average student outcomes? At the
core, what makes a superior teacher and what difference do they make? However,
one recommendation from the study was particularly relevant to the subject of this
study. It suggested teacher expertise may be site specific and have little
transferability:
A near-exclusive focus on TE might be insufficient to dramatically improve
student outcomes. Many other factors might need to be addressed, ranging
from early childhood education to students' social and emotional
competencies, to the school learning environment, to family support.
Dramatic improvement in outcomes, particularly for LIM students, will likely
require attention to many of these factors as well. (p. xlviii)
Efforts to adjust for variables have been applied to studies of teachers – to see how
the work of one teacher can produce identifiable and discrete outcomes. For
example, a study of the performance of twins (not taught by the same teacher) on
standardised tests in the USA sought to quantify the specific contribution of
classroom factors to student performance. Simply, the study looked at how much
difference existed between the standardised test performance of twins: effectively,
what was the value-add for Teacher A compared with Teacher B when genetics,
homelife, school, principal and peer factors were equalized between the students?
The outcome of the study by Grasby et al. (2019) did not raise the potential for
teachers to be able to reliably, sustainably and predictably provide significant
differences in outcomes for students when measured on standardised tests.
Classroom-level influences on literacy skills in kindergarten through Grade 2,
and on literacy and numeracy skills in Grades 3, 5, 7, and 9, were examined
by comparing the similarity of twins who shared or did not share classrooms
with each other. We analyzed two samples using structural equation
modelling adapted for twin data. The first, Study 1, was of Australia-wide
tests of literacy and numeracy, with 1,098; 1,080; 790, and 812 complete
twin pairs contributing data for Grades 3, 5, 7, and 9, respectively. The
second, Study 2, was of literacy tests from 753 twin pairs from kindergarten
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through Grade 2, which included a sample of United States and Australian
students and was a reanalysis and extension of Byrne et al. (2010).
Classroom effects were mostly nonsignificant; they accounted for only 2-3
per cent of variance in achievement when averaged over tests and grades.
Although the averaged effects may represent a lower-bound figure for
classroom effects, and the design cannot detect classroom influences
limited to individual students, the results are at odds with claims in public
discourse of substantial classroom-level influences, which are mostly
portrayed as teacher effects. (2019, p. 15)
At best, the evidence appears mixed. In some studies teachers are lauded as a
factor to provide two to three times the rate of student gain (Opper, 2019). In other
studies (in other countries, at other times), teachers’ effects are quantified as being
responsible for 30 per cent of students’ achievement (Hattie, 2003). On the other
hand, another study found classroom factors (that is, teacher-controlled inputs)
account for 2-3 per cent of variation of student outcomes (Grasby et al., 2019). So
where does the answer lie? How much value is there in identifying superior
teachers? Beyond this question lies another - how much precision can be provided
for those identified as superior teachers to make a difference to student outcomes.
In reality, there is a clouded (at best) and confusing picture. There is little consensus
in the literature on how to identify teachers operating as experts; and there is a
massive variation (above, by a factor of 100) about the role teachers have in shifting
student performance.
Further aspects of such an opaque picture include what do teachers do after a
formal assessment; when should assessment occur; on what criteria; is there an
agreed posture during teachers’ career to make the most of any assessment
interventions and how might a school, cluster or system make use of information
about teacher’s performance.
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Teacher application of formal assessment outcomes
It is worth considering what teachers do with feedback following any assessment of
their teaching practice. Given any assessment of teaching quality (regardless of the
form) what do teachers do with the information from the review? How do they
reflect on and revise teaching practice following assessment – and what pressures
and support apply for them to do so?
For some educational systems, there is a direct payment gateway based on
identification of teacher at various strata to reward certification at HALT. In
Australia, this is explicitly provided with the Association of Independent Schools
(AIS) delivering system-wide pay steps based on teacher evaluation and
accreditation as Experienced and Professional Excellence. The award for
Independent Schools provides additional remuneration of $8927 (2017 award) for
teachers who have been accredited at a step of “Professional Excellence”. (IEU,
2017). Public systems in the ACT and Northern Territory (for example) provide
bonuses of around $7000 for teachers achieving HALT certification. Indeed, there
was an original intention for all Australian HALTs to be paid, with the National
Partnership Agreement on Rewards for Great Teachers intending “to reward
certified teachers through a one-off reward payment. The first reward payments
were planned to be provided in 2014 based on teacher performance in 2013, with
Highly Accomplished teachers will be rewarded with $7,500 and Lead teachers with
$10,000. (AITSL, 2011). (However, no payments were made under the scheme
following a change of government (and policy) at a federal election in September
2013).
For other approaches, there is an explicit requirement to make use of assessment
outcomes to plan teacher development programs. Taylor & Tyler (2012) showed
that experienced teachers who participated in a rigorous teacher evaluation system
in Cincinnati, Ohio, improved their classroom effectiveness, not only in the year
they were evaluated, but also in future years. In other scenarios, assessed teachers
can provide a forum for development of other teachers and for entire education
communities. A 2020 proposal from Australia’s Grattan Institute provided a system
where strata of assessed teachers could become change leaders in school:
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Master Teachers’ (the top 1 per cent of the profession) would have no
formal classroom load but would be the overall pedagogical leaders in their
subjects, working across a network of schools in their region. They would
help identify teacher needs and coordinate training. They would guide
‘Instructional Specialists’ (limited to 8 per cent of the workforce), who would
split their time between classroom teaching and instructional leadership.
Instructional Specialists would work in their own schools to support and
guide other teachers. (Goss & Sonnemann, (2020).)

SECTION TWO
Designing professional standards for teachers in Australia
Working with a series of standards and descriptors to assess teacher quality is not
new for Australian educators. Various schemes, in various structures, have been
trialed by states over the past decades (Dinham, 2013), culminating in the
development of a national set of standards for teacher certification by the
Australian Institute for Teaching and School Leadership. AITSL was formed “to
provide national leadership for the Commonwealth, state and territory
governments in promoting excellence in the profession of teaching and school
leadership with funding provided by the Australian Government” (AITSL, 2015, p.
1).
Teacher quality in Australia has become a factor for discussion by academia, in
popular press and edu-conventions, or in an ad hoc manner through myriad
opinions on popular media (Baker, 2020). There have been regular and oft-repeated
recommendations for improving teacher quality. It is a constant refrain, amplified
regularly following the publication of data from NAPLAN, PISA, or similar rankings of
student performance. Now, there is a reliable series of headlines and public
pronouncements to call for an overhaul of teacher training, teacher inspections,
curriculum design, school reviews or possibly a bespoke combination of each.
Dinham (2013), contends:
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There has been a growing raft of ill-informed solutions to the ‘problem’ of
teacher quality. These measures have included:
•

sacking the ‘bottom’ 5% of teachers (Victoria Department of Education
and Early Childhood Development, 2012), whoever they are, and
somehow replacing them with better teachers;

•

paying teachers by ‘results’, however these are determined and
measured;

•

punishing and rewarding schools on the basis of ‘performance’,
whatever this means;

•

giving principals more autonomy and power to hire and fire;

•

bonus pay for the ‘top’ 10 per cent of teachers, if they can be identified;

•

raising entry standards for teacher candidates;

•

exit tests for teacher graduates; and

•

allowing non-educators to become principals. (p. 93)

The focus, and the debate, has been intense for an extended period. The debate
has become familiar and the expected corners of argument are well-established.
Debate about the direction of education in Australia regularly presents:
•

School league tables, as high stakes testing influences decisions regarding
education policy (Griffiths, 2017). (In March 2021, ACARA announced it
would no longer publish comparable data on each school’s performance in
the annual National Assessment Program – Literacy and Numeracy – a move
that would stymie school league tables (4BC, 2021).

•

Variations between suburbs and systems, feeding into debates about best
and worst schools. This can be seen in discussions of school zoning policy for
enrolment of children, amid concerns parents are gaming zoning policy to
access preferred schools (“Canberra parents renting apartments in school
priority zones,” 2017);

•

State and Federal funding for education, with the debate about appropriate
levels of funding both across states and sectors (Dayman, 2017).
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•

Teacher training and the standards explicit at Australian universities – most
visibly with the Literacy And Numeracy Test for Initial Teacher Education
(LANTITE) testing regime.

Of no-lesser significance has been the centralisation of debate on factors
nominated as constituting quality teaching, led in part by Hattie (2009). In a study
presenting more than 1200 meta-analyses, Associate Professor John Hattie (now
chair of AITSL) developed a series of effect sizes to rank the impact of a series of
factors on student achievement. His contention – that there is a ranking of impacts
for various school and classroom activities – ergo quality teaching requires a focus
on the high effect size aspects. From summer school to corporal punishment to
student acceleration, Hattie provided 138 factors that affect student achievement.
For Hattie, the study was about applying “data from the past 30 years of
educational research to … assess the effects of innovations and schooling to provide
insights for future innovation” (1999, p. 3). These values, known in shorthand as the
Hattie Effects, (Killian, 2017) put teacher influence at the centre of student
achievement. That is, the choices, work and activities of teachers are the biggest inschool factor for student achievement (Hattie, 2009).
Not surprisingly, this fostered a new frame for discussion and inspection of quality
teaching and teacher quality, framing a debate that both confirmed the effect of
teacher agency (Hattie, 2009), and re-ignited a focus on what teachers actually do
in classrooms. As a result, Australia’s current discussion of teacher quality factors –
the race to determine what makes a quality teacher, let alone what is quality
teaching – began. But it is simply a modern shift on a recurring motif for Australian
primary and secondary education.

A history of professional standards for teachers in Australia
The current iteration of Highly Accomplished and Lead Teacher (now commonly
collectively referred to as HALTs) status in Australia is the product of a series of
policy shifts at state and federal levels over the past two decades. The trajectory
begins in the 1960s when the teaching inspection system was disassembled under
considerable criticism that inspection was no longer about teacher quality but was
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used as an instrument for promotion of individuals, and for managing out other
teachers “seen as incompetent and under threat of dismissal” (Goodwyn, 2017, p
92).
Efforts to establish a career path for teachers and to differentiate classroom and
pedagogical skills led to the Australian adoption of the Advanced Skills Teacher
program in the late 1980s and 1990s. The energy for the scheme came as Australia
moved to reorganise labour award schemes under a restructure led by the
Australian Industrial Relations Commission beginning in 1989 (Goodwyn, 2017). The
scheme was designed to establish skill-based career paths, prioritise investigations
in the quality of school education and recognise and reward superior teaching
practice. This focused on ensuring great teachers were encouraged and supported
to stay in the classroom. In 1989, the program provided an additional $1200 a year
for teachers at Level 1, paid Level 2 teachers the same as a department head and
paid Level 3 teachers the same as a deputy principal (Ingvarson, 1996). Initial
support for the program was bright. Bluer & Carmichael (1991) described the
scheme as a positive attempt to recognise and reward superior practitioners while
providing an explicit career path while building networks and providing a focus for
critical study of the nature of teachers’ work. As defined by the NSW Department of
School Education in 1992: “An Advanced Skills Teacher is a classroom teacher who
provides educational leadership and guidance to classroom teachers.” (cited in
Weppler & Bourke, 1994, p2.)
Teachers were required to present a portfolio of work and sit for an interview.
Three outcomes were possible from the process: awarded an AST appointment,
considered suitable, but not granted an appointment due to the absence of a
position, and given a rank of unsuitable (Goodwyn, 2017, p. 96).
A case study in NSW’s Hunter Valley (Weppler & Bourke, 1994) provides a summary
of teacher reaction to the adoption of AST in that state in the initial years of
operation. Their survey covered 400 teachers, identifying mixed reactions from
teachers who had been through the certification process and those identified as
classroom teachers. The study identified five major reasons to pursue certification:
recognition, personal certification, financial gain, promotion or career advancement
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and encouragement of others. Those who decided not to pursue AST certification
noted a range of professional and moral philosophies at odds to the scheme, a lack
of confidence, distrust of the system, a perceived lack of support from school
executive and/or peers and had an unwillingness to compete with colleagues for
promotional positions (p. 6). Goodwyn (2017) plots the decline of AST certification
as cynicism about the process and the outcomes became widespread.
Within a few years the definition of superior teaching skills became a
contested issue for revision and debate. By the late 1990s, with teacher and
unions unimpressed by the shape of their AST policies, few state
governments continued with overt AST application awarding processes (p.
97).
A critique of the arc of AST was conducted by Shacklock et al. (1997). They
nominate the lack of unity of purpose as a major factor in the retrogression of AST.
They point to the difference between promise and actuality (notably the absence of
promotion positions); and teachers failing to see the definitions of advanced skills
of teaching as relevant or applicable to their individual positions and their view of
what was skillful teaching.
Perhaps unsurprisingly, there was little widespread appetite to return to classroom
inspections or indeed for teachers to foster their own efforts to build a portfolio
and be part of interviews, reviews and observations for promotional positions.
Some states, notably WA, continued with a system based on AST concepts
(commonly referred to as Level Three Classroom Teacher program.) NSW also
provided a unilateral system to provide a career path in teaching based on evidence
of classroom activities, professional development and leadership in school and/or
with peers.

The current design for professional standards for teachers in Australia
The most significant development for the introduction of the APST came with the
2008 signing of the Melbourne Declaration, providing a number of reforms as the
federal, state and territory governments set national goals for schooling. In the
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following years the actions to establish the APST were numerous as federal and
state policy agreements combined change the direction of Australian education.
Reforms were presented as the National Plan for School Improvement following the
Melbourne Declaration on education. Under the omnibus Australian Education Bill
in 2013, a raft of reforms led to the introduction of connected policies and
initiatives including:
•

The National Education Agreement

•

National testing and reporting

•

Myschool website

•

A national curriculum

•

A charter for the Professional Learning of Teachers and School Leaders

•

Development of the National Teacher Performance and Development
Framework

•

The introduction of the Standards (Goodwyn, 2017, p. 100).

The Australian Institute for Teaching and School Leadership (AITSL) was established
2010 to “provide national leadership for the Australian, state and territory
governments in promoting excellence in the profession of teaching and school
leadership. AITSL has responsibility for professional standards and for fostering
high-quality professional development for teachers and school leaders.” (ACARA,
2013).
The intention of the APST was to provide Australian teachers with a set of standards
that would serve as a quality assurance mechanism to improve the overall quality of
Australian teaching and that would have maximum impact on student learning
(Timperley, 2011). Timperley’s work was designed to inform debate regarding the
formation of Standards for teachers. Central to the introduction of the APST was
the creation and implementation of a cohesive approach to teaching standards
across Australia in order to achieve the best possible student outcomes no matter
what state a student resided in (Timperley, 2011). A subsequent review of the
implementation and efficacy of the Standards (Call, 2018) noted that the initial aim
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appeared to be validated by the 4141 teachers who participated in AITSL’s 2013
survey of Australian teachers.
A total of 83 per cent (3437) of teacher participants said that they thought
the APST would improve the profession. However, a more sobering statistic
from the same survey showed that just over half of the same participant
group (54%) stated that they use the APST to inform their teaching. (p. 99)
AITSL’s view of the benefits of certification are consistent and clear. Prior to the
first year of certification in 2013, AITSL presented a comprehensive suite of
communication to Australian teachers to introduce the process surrounding
certification as HALT. AITSL were explicit in the establishment phase about the
value of the Standards for Australian education:
Certification will be the mark of a quality teacher and will assist employers
to identify teachers who are excellent practitioners. Benefits include, but
are not limited to:
Teachers:
• recognition of professional achievement
• national recognition and portability
• constructive feedback on performance
• enhanced professional satisfaction
• access to networks and communities of practice
• enhanced collaboration with and support from colleagues
• increased profile of the profession.
School leaders:
• retain effective teachers in the classroom and improve outcomes for
students
• promote excellence
• source of external feedback for staff
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• increased collaboration of staff within and across schools
• shared discourse on effective teaching
• enhanced performance culture
• increased modelling and leading by teachers. (AITSL, 2012)
Goodwyn (2017) provided a summary of the extent of adoptions of reforms by
educational stakeholders (effectively the foundation moments of the Standards).
He noted some states and territories were reluctant to sign up for reforms, citing
concerns that the Commonwealth was centralising educational policy and reducing
the ability of States to act with autonomy and flexibility (p. 102). Hesitancy,
bargaining, party line negotiation, secrecy and mixed messaging ensued.
For the Standards, this meant there was not a universal, national endorsement. The
first adopters were in NSW, the ACT and South Australia, with adoption following by
state and system over the past seven years. Table 2 provides an outline of
certification numbers by jurisdiction.
TABLE 2: HALT numbers in Australia by Jurisdiction
(Source: Email, M. Kelso, personal communication, September 1, 2020).
STATE/
YEAR

WA

NT

2012

0

9

NSW

ACT

QLD

SA

Total

Nett

16

0

0

25

25

9

0

0

160

135

98
2013

12

16

2014

3

12

20

4

0

7

206

46

2015

0

8

27

6

0

40

287

81

2016

3

17

17

13

0

19

356

69

2017

2

11

15

14

32

32

462

106

2018

0

14

15

11

42

18

562

100

2019

1

15

31

12

59

16

696

134
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The trajectory of HALT certification (above) traces the adoption of AITSL’s certification
process across various teaching sectors and jurisdictions. In a 2018 report (following AITSL
tasking to progress a National Review of Teacher Registration) AITSL reported:
most jurisdictions are currently implementing the national process of
teacher certification at the Highly Accomplished and Lead career stages.
(National Teacher Certification is currently offered in six States/Territories:
ACT – all sectors; South Australia – all sectors; New South Wales – all
sectors; Northern Territory – all sectors; Western Australia – Independent
sector; Queensland – all sectors. (AITSL, 2018).
At the time of writing, progression through the Standards is not offered
systemically in Victoria, Tasmania, and for teachers working in the Government and
Catholic systems in Western Australia. Overall, the focus on growth of HALTs in
Australia is specific and led on the national stage by AITSL policy and discussion.
Writing in 2019, AITSL chairman Professor John Hattie nominated HALTs as
providing an inspirational pathway and making clear the opportunity to join a
profession that recognises excellence in the classroom” (Hattie, 2019, p. 5). In a
pathway that will be revisited in Section Five: Discussion he pointed to the value of
expanding HALT numbers, citing “about 5 per cent of teachers would be expected,
at a minimum, to become HALTs, moving from the current 500 to 14,000” (certified
teachers) (p. 5). Hattie argued the entire HALT framework provided opportunities
to “recognise excellence in a rigorous, defensible and transparent manner”.

Defining the role of HALTs in Australian schools
Given the growth pathway traced above, it is valuable to look at the activities of
teachers who have achieved certification and outline the vision and role of certified
teachers both in Australia and internationally.
A 2003 meta-analysis by Hattie examined the research evidence to consider the
role of expert teachers. He provides five dimensions for the actions and influence of
expert teachers, who:
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•

can identify essential representations of their subject,

•

can guide learning through classroom interactions,

•

can monitor learning and provide feedback,

•

can attend to affective attributes, and

•

can influence student outcomes. (Hattie, 2003, p5.)

These broad dimensions were further defined by Goodwyn (2017) in 16
characteristics of expert teachers which are presented as Appendix Two. Hattie’s
review highlighted a semantic point about the various names applied under a range
of schemes: a point also visited by Goodwyn (2017) who nominates Advanced Skills
Teacher, Master Teacher, Leading Teacher, Highly Accomplished Teacher, Excellent
Teacher, Outstanding Teacher and Chartered Teacher as names applied at different
times in various jurisdictions. For Goodwyn, the range of names illustrates the
difficulty but also the importance of finding a singular term – as he opts for “expert
teacher” as the most usefully generic term.
Nomenclature aside, the literature provides a general agreement about the role,
whether prescribed or implied, for certified teachers to demonstrate extended
professional capacity and conduct with the ability to influence and develop other
teachers. (Buchanan, 2017; Hattie, 2003; Holloway et al., 2017; Ingvarson &
Kleinhenz 2006). Whether the progression model is from England, Scotland, the
United States, Singapore or elsewhere – there is a commonality of a view about
performance standards (teaching practice) and potential to develop others
(teaching influence) from aligned certification schemes. The commonality can be
drawn to four components: a professional approach to teaching, professional
knowledge and understanding of the craft of teaching, commitment to develop the
profession, and ethical actions in all aspects of daily activities.
In Australia, AITSL is similarly specific about the direction and activity of HALTs. The
development of a HALT Charter includes a commitment for certified teachers to
their profession. The Charter of the HALT Network outlines four central actions for
group:
•

share our expertise to develop ourselves and others
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•

celebrate our success and our profession

•

work with beginning teachers and induct them to our profession

•

encourage and coach our colleagues to become nationally certified
(AITSL, n.d.)

Yet, beyond an encouraging premise, AITSL do not provide a prescriptive indicator
about what HALTs do – what specific actions should be pursued, which should be
eschewed, and what pedagogical elements were to be privileged for certification.
The absence here provides a clear level for freedom of operation by HALTs,
recognising as Buchanan (2017) described that “no framework captures the
contextual complexity of the pedagogical (p)act or contract between the learner
and the teacher, to to-be-learnt, and ultimately, the learner’s impact on the world”
(p. 120). Direct instruction or constructivism; teacher-led inquiry, guided inquiry,
independent inquiry; online learning activities or class-based actions: HALT provides
no list of actions and approaches to define the activity of certified teachers. Zammit
(2007) explained “much hope is placed on quality teaching and school leadership
for the future of Australian students, citizens and workers.” (p. iii)
The absence of prescriptive elements recognises the range of educational settings,
requirements, skills and foci across Australia. Rural or metropolitan; infants, middle
school or seniors; traditional or progressive; tech-rich or tech-blind – there are as
many aspects and approaches for Australian classrooms and teachers as there are
issues. A HALT charter that recognises a direction, rather than manifest of action,
provides scope for the action and flexibility of teachers – surely the very operating
framework for a skilled practitioner seeking to influence educational outcomes. This
study provides a one-stage insight to teachers’ view of the Standards – teachers in
one jurisdiction in one sector. As such, it reports on views from participants and
provides part of a panorama of teacher attitudes towards HALT progression.

Teachers’ reception of the Standards
For Australian education, the existence of the standards and a focus on the effects
of teachers on student learning, have framed a critical debate about teacher
quality. Reception for the adoption of the AITSL Standards has, perhaps not
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surprisingly, been uneven. While AITSL’s stewardship of the Standards has enjoyed
the support of successive national education ministers (Birmingham, 2017),
criticism of the Standards has been widespread. Kennelly et al. (2014) concluded
the standards have privileged literacy and numeracy instruction over cross-curricula
teaching, and teachers’ attention to the respective areas has followed accordingly.
Dinham (2013) linked the focus on teaching standards to a narrowing of the
breadth of initial teacher education. He also called for careful integration of the
Standards to provide the education sector with a whole-of-career system to
improve teacher performance (Dinham, 2011). Talbot voiced concerns that the
Standards have created a focus on evidence “of no particular contextual relevance .
. . evidence for no one” (2016, p. 88). O’Sullivan (2016) criticised the Standards for
narrowing the focus of discussions of teacher quality, providing a set of criteria that
focuses on traditional literacy skills “while ignoring a broader vision of educational
purpose” (p. 55).
Bahr & Mellor (2016) criticised the Standards for their focus on teacher
performance while not taking into account the professional, daily operation of
educational professionals. Their view was explicit: “the APST do not address
personal attributes of teachers, and therefore do not fully consider or provide the
contexts for assuring the provision of a quality teacher for every classroom.” (p. 20).
Their review was critical of the Standards as operating as a checklist of teacher
performance, focusing on teachers’ ability to demonstrate competencies,
capabilities (and, with the assumption) that the presence of these factors had an
inevitable consequence to improve learner conceptual understandings. The paper’s
criticism of the Standards was clear, that the nominated descriptors focus on
teacher outputs and processes rather than the nature of the teacher as an
educational professional. For Bahr & Mellor, assessments of teacher quality need to
inspect and reflect on more than classroom checklists, setting a bold landscape to
consider what constitutes teacher quality.
Where is the requirement to motivate, to lead learning, to build confidence,
to inspire aspirations? Where is the requirement to show care and
compassion, to develop mutual respect? Why don’t we ask for passion,
47

enjoyment or humour as an important teacher competency? Where is the
sense of teacher identity and responsibility for student development, selfconfidence or self-efficacy? (2016, p. 20)
Clarke & Moore (2013) provided a similar criticism – that the codification of
teaching practice through a set of Standards removes any room for the individual –
both in spirit and in action. They referenced the work of Ruti (2012) and contended
“such a squeezing out has destructive potential to the extent that teachers are
‘reduced to robotic cogs in the symbolic machine’ (p. 5). Further, and following
Taubman (2009), their paper argued the prescriptive approach to teaching
presented in the Standards “have had a reductive and narrowing effect on how
teaching and learning – and teaching about teaching and learning – are
conceptualized” (p. 4). Their concern was clear: that the approach to define quality
teaching presented in the Standards risks losing the action, spirit and understanding
of the individual, with these potentially rich understandings of what teachers do
each day and how they develop their career. The risk identified was that work could
be reduced to a ‘teaching by numbers’ perspective (p. 5).
Defending the Standards
AITSL was clear about the trajectory for adoption of the Standards by Australian
teachers since the introduction in 2013. Pointing to an introductory and
developmental stage, AITSL (in December, 2016) called for the support of all
education stakeholders to continue the reform of the Australian education sector:
The Evaluation findings portray a complex national education reform that is
progressing well through the stages of implementation. The Standards have
become embedded within the education profession and use of the
Standards is evident across Australia. National use of the Standards is
largely at the procedural level (focused upon mandatory requirements) even
though it is apparent that pockets of extended use are emerging over time
(AITSL, 2016, p. 25).
Defence of the Standards has been consistently led by AITSL, with work to both
increase adoption of the standards by teachers, and to defend the direction and
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impact of the Standards. In an evaluation of the Standards, (AITSL, 2016), the
following determinations were provided:
•

The Standards are supporting a focus on professional growth rather than
compliance . . .

•

The language and ideas of the Standards have been adopted by the
education sector and are beginning to influence the teaching profession. . .

•

Standards are being utilised in planning for professional learning,
performance and development frameworks, annual teaching plans and
whole school planning and strategy. . .

•

Qualitative data identified that teachers are starting to take more control
over assessing their professional development needs and identifying
opportunities to meet these needs with their school leader. . .

•

The Standards are creating a shared language for teaching (p. 20).

Buchanan (2017) provided an exploration of other ways the Standards may be, or
are being used. He considered the use of the Standards by and with beginning and
pre-service teachers. “The Standards’ stance as assessment criteria begs the
question as to [how] Standards are taught to, and modelled for, beginning and preservice teachers” (p. 124). Buchanan went further to suggest a consideration of
evaluation of the Standards by other metrics. “The Standards might also be
adjudged against teacher attraction and retention levels; similarly, though, multiple
influences affect teacher attraction/attrition” (p. 125). These are important
considerations for the evaluation of the influence of the Standards – beyond this
study but remaining as a relevant part of the educational landscape in Australia.
The relevant point however was about the influence of the Standards – how they
create quality learning environments, how they create rich and collaborative
learning experiences for students and teachers, how they guide and support the
development of teachers – both as a profession and as individuals, how they create
agency and direction. These are all topics for a greater study than the current one,
but a relevant element in the consideration of teacher views and understandings.
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SECTION THREE
International perspectives on teacher assessment frameworks
Education jurisdictions around the world have also attempted to apply factors to
quantify quality teacher performance (Dinham, 2015). While the Australian
experience is not necessarily mirrored by the planning, actions and reactions in
other countries, some parallel outcomes provide references for the Australian
situation.
As an introduction to the range of international measures used to document
teacher quality, Buchanan (2017) provided a discussion which is summarised here:
The USA’s National Board for Professional Teaching Standards establishes
five propositions concerning teacher commitment, knowledge, management
and monitoring of student learning, and professional community
membership;
The Educational Council of New Zealand outlines five standards concerning
content and pedagogical knowledge, contextual factors, planning, and use
of evidence;
England’s Department of Education prescribes eight teaching standards
including student expectations, needs and outcomes, content and
curriculum knowledge, organisation and assessment of learning, and
behaviour management;
The Irish Teaching Council calls teachers to professional values and
relationships, integrity, conduct, practice, development and
collegiality/collaboration;
In Canada, accreditation is undertaken provincially … another standards
document has been produced for use within The Commonwealth of Nations
… standards have been proposed for Indonesia and other ASEAN nations.
(Buchanan, 2017, p. 119)
A significant scheme for teacher certification in the USA is based on the procedures
of the National Board for Professional Teaching Standards (NBPTS), established in
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1987 and representing about three per cent of the nation’s teaching workforce. The
system is voluntary and offers assessment across selected subjects to determine if a
teacher has achieved a designated level of practice. Teachers are required to
present a portfolio of teacher practice (videos of lessons, examples of student work
and reflection pieces). To be eligible to apply, teachers must hold a bachelor’s
degree from an accredited institution, have three years’ teaching experience and
hold a current state teaching licence (NBPTS, 2017).
Not surprisingly, there has been an academic focus on the effect of certification,
with an emphasis on studies regarding certification and changes in student
outcomes. In a study in the USA, Goldhaber & Anthony (2004) noted that there is
no evidence that the certification process itself increases teacher effectiveness (as
measured by student achievement scores), that teachers with certification tend to
be more effective than those without certification. In a study of student
achievement data by Rouse (2008) of Year Three to Eight students in North
Carolina, the results of certified versus non-certified teachers were comparable
following adjustments for non-teacher factors. Rouse recommended the
development of mechanisms to determine the impact of teacher certification on
student achievement, and called for further research to determine if the
certification process affects the professional development of teachers (and
ultimately the achievement of students). This latter recommendation was further
addressed by Harris & Sann (2009) in a study to look at the value of the certification
process. In a four-year study in Florida, they determined there was no increase in
teacher productivity (an outcome based primarily on the performance of students
in standardised tests) for teachers participating in the certification process. Further,
their study examined the potential for the certification process to identify and
reward productive teachers or to encourage teachers to improve their teaching
skills. On both counts, Harris & Sann determined the certification process itself does
not increase teacher productivity.
Taken together, these studies from the USA raise questions about the value of the
certification process if the central motivating factor is the improvement of student
scores on standardised tests. Given the investment in time, resources and teacher
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education, these studies highlight questions about the value of the certification
process, and the commitment (or lack of commitment, as the case may be) of
various states in the USA to pursue certification of teachers. Cochrane-Smith (2008)
recommended a much wider view of teacher quality to provide sustainable
outcomes for student achievement. This meant teacher certification be viewed as
only part of a suite of accountability measures, where performance-based school
accountability (through standardised tests scores) be privileged above external
systems. Their contention was that this level of localised focus and accountability
provides site-specific focuses on student achievement, with sensitivities for racial,
cultural and socioeconomic factors. This opens a lens on teacher quality beyond the
gateway certification process of NBPTS, to examine a wider range of factors that
may (or may not) result in increases in student achievement. This provides a wider
examination of teachers’ ability to influence student performance that is not
captured by formalised certification processes.
Borko et al. (2007) posit teacher dispositions, the tendency of teachers to act
within a particular range, as a reliable predictor of teacher approaches. They
contended teacher disposition is more important than knowledge and skills and
point to views (presented in Wilkerson, 2006) that not to include a consideration of
disposition in the preparation of teachers is unconscionable and dangerous. They
recognised that any discussion to include a study of teacher disposition in standards
for teacher certification is to impose a series of value-laden judgements but argue
for an examination of teacher influence beyond test-score achievement to look at
the values teachers can inculcate and develop in students. Their recommendation
added another layer to the certification debate in the USA and presents an
argument regarding which values are explicit when considering teacher quality.
The development years of NBPTS provided lively argument regarding teacher
certification in the USA. As some states moved to encourage certification and then
secure the careers of certified teachers, other states made no such moves. Perhaps
not surprisingly, the literature developed a significant population of assertion,
rebuttal and reply during this time. The most significant treatment is the chain
beginning with Goldhaber & Brewer (2001) and noting there was no imperative
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evidence to recommend certification. A swift reply by Darling-Hammond et al.
(2001) reviewed the methodology and pointed to links between teachers with more
advanced preparation and practice and improved student achievement. Perhaps
not surprisingly, the subsequent reply of Goldhaber & Brewer (2001) criticized the
review and noted “we do not believe there is enough information to draw strong
conclusions about the impacts of certification on the teacher applicant pool or
about the overall level of quality of the teacher workforce” (p. 79). The discussion,
while lively, does not satisfactorily answer the question – do certified teachers
provide teaching and learning environments to deliver improved student outcomes
when compared to those provided by a non-certified teacher.
Revisiting the classrooms of certified teachers more recently provides researchers
with a different viewpoint. Cowan & Goldhaber (2015) studied the effectiveness of
certified teachers in Washington State, which has one of the largest populations of
National Board-Certified Teachers (NBCTS) in the nation.
Based on value-added models in math and reading, we find that NBPTS
certified teachers are about 0.01-0.05 student standard deviations more
effective than non NBCTS with similar levels of experience. Certification
effects vary by subject, grade level, and certification type, with greater
effects for middle school math certificates. We find mixed evidence that
teachers who pass the assessment are more effective than those who fail,
but that the underlying NBPTS assessment score predicts student
achievement (p. 2).
The NBPTS presented research by The Strategic Data Project (SDP), from the Center
for Education Policy Research at Harvard University (SDP, 2012). These findings,
based on studies of mathematics outcomes for students in Year Two to Eight
classrooms, are unequivocal – the authors state “National Board-certified teachers
outperform other teachers with the same levels of experience”. (SDP, 2012, p. 3). It
is interesting to note the language of much of current research presented around
the implementation and use of the NBPTS finds a parallel with the language of
Hattie (2009), surrounding Australian certification directions. SDP presents “teacher
effects are a uniquely valuable performance measure, objectively capturing the
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impact individual teachers have on students while controlling for the most
important ways in which teachers and students are assigned to classroom” (SDP,
2012, p. 1). Such discussion provides a new language for analysis of teaching and
learning activities – a language reflecting economics and efficiencies of inputs and
outputs in a school setting.
Further, researchers have attempted to provide an analysis able to monetise the
impact of a Board-certified teacher on future earnings for students. Horoi and Bhai
(2018) estimated the lifetime future earnings gain for middle school students in
North Carolina based on a one-standard-deviation improvement in mathematic
achievements for 12-year-old students at $48,000 for the class. However, the
researchers acknowledge the estimate is “crudely quantified” (p. 1199) and relies
on extrapolations based on theory rather than quantifiable data. The finding sits
uneasily with the researchers’ determination that “good teachers separate
themselves on their measures of teaching ability and pursuing NBPTS certification
does not improve their human capital” (p. 1199). The study suggested certification
itself is not a signal of teacher quality per se, as certified teachers tend to have
higher scores on standardised tests and are more likely to have advanced degrees
than non-NBPTS teachers.
Consideration of teacher quality certification schemes in other countries provides
even further contrast to the variation across states in the US. In Scotland,
certification of accomplished teachers has been developed as part of a program to
reform education. Certification of accredited teachers was originally made in one of
two ways, either as a portfolio for experienced teachers, and a Master’s degree
program based on customised study to support classroom practice (Ingvarson,
2009). The portfolio system was discarded after several years. The current system
now provides staged career pathways for teachers, based on evidence of attaining
higher standards of professional knowledge and performance. Ingvarson notes:
To an outsider, one of the most remarkable features of the Scottish
Chartered Teacher Scheme is how government, unions and employers came
to reach an agreement to reform the career structure and the pay system
based, in effect, on evidence of higher standards of performance, or, in the
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language of industrial bargaining, increased ‘productivity’—something that
many countries and school systems have been trying to do for many years,
without success. (2009, p. 454)
Yet at the same time, and in a stark counterpoint, education direction in Hong Kong
has focused on a more liberal approach to classroom activity, encouraging
constructivism and inquiry learning. Gal (2011) recounted initiatives in teacher
professional development to commit to “liberal studies teachers . . . supporting
their further education, reflection, and autonomy to create meaningful learning
opportunities for their students” in a new core subject of liberal studies (p. 256).
Strikingly, Hong Kong has focused on developing collective, system-wide
approaches by teachers, rather than relying on professional judgements of
individual teachers to chart progress in individual classrooms. While (more recently)
China has imposed a top-down series of reform actions, Hong Kong has empowered
teachers (through professional learning) to support and implement classroom
diktats regarding inquiry learning and liberal studies. Gal (2011) noted current
policy discourse on K–12 and teacher education “narrowly defines what and how to
teach and learn, while missing opportunities to give equal consideration to why we
teach and learn in the 21st century” (p. 256).
As an alternative, Young (2014) discussed a “de facto” system of teacher
certification in England, but with some application and alignment for an Australian
discussion of teacher education. Young sketches the historic strata of education in
England – the public schools as compared to the comprehensive. A historic view
that a particular standard was associated with the institution students attended
meant elite institutions (fee-charging public schools and state grammar schools)
“set the standard for others to follow” (p.18). In this way, teacher quality is a factor
of the institution – a suggestion that the educational bodies themselves will deliver
a system of teacher certification, and deliver educational outcomes within
accepted, and expected, strata (Young, 2014). This viewpoint sits behind today’s
situation, described as a tension “in the governance of the whole system between
enabling institutional autonomy and ensuring control” (James, 2012, p. 906). For
teachers, James pointed to a narrowing of focus of the definition of quality
55

teaching, and further that, “the legitimacy of schools in England is seen increasingly
in terms of performance” (p. 907). Perhaps not surprisingly, pressure and focus has
created a debate regarding the pressures teachers feel under an inspection regime
from England’s Office for Standards in Education (OFSTED). With a strong
“emphasis on teaching and learning and on lesson observation as a means of
judging teacher effectiveness and pupil attainment” (Baxter, 2014, p. 21), the
OFSTED system does not parallel the Australian system of portfolio assessment to
determine teacher quality. However, it does speak to the tension that exists in
evaluation of teacher performance – namely, what are the quality factors, and how
can they be reliably measured?
Goodwyn (2017) presented several international schemes to recognise expert
teachers as countries move to improve their position in global rankings of
education systems. Referring to these as “emerging models of expert teaching”
Goodwyn presents the General Teaching Council of Scotland (GTCS) as a “different
kind of concept” (p. 129) with a brief presence, but an intriguing premise. “There
remains a strong view within the Scottish system that it was a valuable project and
offers valuable insights for the future.” (p. 130)
The Chartered model was intended for all experienced teachers who wished
to achieve ’the standard’; this could be done either via a master’s style
program or by ‘stating a claim’ to the GTCS which then had to be validated.
… It is an award by an independent professional body, not affected by
political change or control or conditions of employment. (p. 130).
At the centre of the Chartered model in Scotland were four key components:
•

Professional values and personal commitments;

•

Professional knowledge and understanding;

•

Professional and personal attributes; and

•

Professional action. (Goodwyn, 2017, p. 135)

The emphasis was not merely on teacher practice and an individual reflection on
classroom craft. There is a focus, even a requirement, for teacher engagement with
research and publication and a quasi-advocate role to develop the profession.
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Under the Scottish model, the Expert teacher was not a skilled operator in their
own classroom: they were able to (and required to) develop others and advance
the profession through engagement with research and professional action – to
become an agent for development of others and, at a larger scale, the profession.
Goodwyn noted the model was short-lived, ending in 2010 after less than a decade
of operation.

SECTION FOUR
The International Perspective: Teacher view of certification schemes
Given the widespread move towards measuring and referencing teacher actions on
a quality continuum, it is instructive to consider teachers’ views of the
phenomenon. An explicit stratum of teacher standards creates a unique
environment to examine the activity of an entire sector. This section will review
studies related to teacher views of quality certification schemes applied to their
own professional activities.
Howie (2006) considered that creating an additional focus on teachers, nominating
their classroom activity as the most important agency in student achievement,
overlooks the role of social/economic disadvantage and/or school management.
Similarly, Gale (2006) noted the effect of the ‘standards discourse’ had been to
place unwarranted focus on teacher agency, suggesting the “teachers are now
spoken about as ‘the difference’” (p.107). Howie extended the focus to consider
“that when an educational problem (or ‘crisis’) is identified, teachers are now the
ones to blame, as sociocultural and socio-economic factors influencing students’
educational outcomes, as well as matters of school funding and resourcing, have
been removed from the educational equation” (Howie, 2006, p. 3).
Valuing teacher agency is presented as an essential driver for Australian teacher
quality assurance systems, ensuring teacher voice is implicit and explicit in the
development and adoption of a series of standards (Kleinhenz & Ingvarson, 2004).
This study pre-dated the establishment of AITSL, but called for a similar national
body with a sole aim of issuing teachers with standards-based certificates of
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accomplished professional practice. However, the success of any such scheme
would require close teacher involvement, enable the profession to “move beyond
ineffective ‘loosely coupled’ teacher evaluation methods to methods that teachers
regard as fair and valid” (p. 48).
This call for greater teacher involvement in evaluation of classroom practice and
career development was repeated in a study by Ryan & Bourke (2013). The study
examined national teacher professional standards from Australia and the UK to
identify the extent to which reflexivity is embedded in key policy documents that
are intended to guide the work of teachers in those countries. The researchers
called for a re-consideration of the discussion about teacher quality:
Rather than a list of standards, we need a radical rethink around the
processes and forms of evidence that denote professionalism and indicate
quality teaching. Professional reflexivity can be explicitly mapped by
competent and trustworthy professionals. The reflexive professional can
account for the ways in which they are developing their professional
behaviours, attitudes and intellectuality. (p. 421).
Indeed, the creation of a system of quality indicators for Australian teachers has
not, of itself, created an authentic system that reliably appraises teacher quality
(Talbot, 2016). This study suggests while teachers may work with the standards,
their evidence sets are being presented for the standards, rather than for explicit
development of classrooms. In a review of Australian teacher experiences with the
standards, Talbot suggested teachers are not improving practice because of the
Standards but may be following the standards to fulfil administrative requirements,
presenting evidence or experiences that are not an authentic representation of
their classroom practice. Talbot’s concerns were that the Standards create an
artificial edifice that have little to do with daily teacher activities. Talbot was clear
about factors that may create hesitancy (at best) among teachers when planning
their use of the Standards:
In terms of teachers’ ‘attitudes’ to the standards, the report notes several
challenges to implementation of the standards including “Compliance58

based, top-down, surveillance approach to the implementation process”
and “misinterpretation of the standards” (Clinton, et al., 2014, p. 12). These
challenges raised not only serious concerns about the implementation
process, the mandatory adoption of and accreditation against the standards
in their current form but also issues concerning the ‘content’ of the
standards statements; their lack of clarity and their appropriateness to a
range of contexts (Kline et al., 2013, Sachs, 2005); factors that have
previously been linked to the effectiveness of standards for supporting
teacher professional learning (Doecke et al., 2008, Mayer et al., 2005).
(Talbot, 2016, p. 82)
There were also concerns Australian and international efforts towards individual
teacher certification, (and as a result, a stratification of teachers based on
assessment of professional practice), are initiated far from daily teaching activities
(Connell, 2009). By embedding a “neoliberal distrust of teachers’ judgment”
(Connell, 2009, p. 220), a Standards system provided external assessment of what is
good teaching. The creation of a series of dot point descriptors does little to value
the variations in the landscape of teaching. Further, Connell articulated concerns
that the Standards’ lists provide an “arbitrary narrowing of practice . . . when in
conditions of global integration and social diversity, education needs to become
culturally richer” (2009, p. 220).
It is a criticism echoed by Taubman (2009) and extended by Clarke & Moore (2013).
The prescriptive nature of a set of Standards precludes any teaching activity that is
not nominated – simply by existing. As Taubman (2009), puts the “particular
ideological formation, such as . . .standards . . . holds us by offering at the level of
fantasy a particular irrational enjoyment . . . fantasies of grandiosity and selfabasement, fantasies of knowing … fantasies of control’ (p. 148). There is a price to
be paid for such a vision according to Clarke and Moore (2013). They theorise that it
is teachers who are “held to account for the (non)realization of fantasmatic visions
of social harmony and economic fulﬁllment in an unruly and unpredictable world”
(p. 7).
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For these researchers, the existence of the Standards and their application to the
worlds of 300,000 Australian teachers provide a neo-liberal, top-down riskmanagement strategy rather than encouraging and supporting the work of the
individual to develop educational approaches for specific domains.
Further, results from high-stakes testing of students have also been aligned with
the debate about teacher quality. It is an argument that presents higher
performance on standardised tests as a factor of improved teacher performance –
the better teachers deliver the better results. However, such an argument pays
little regard to social, historical, political and geographical contexts. Taken further, a
focus on teacher quality to deliver improved test outcomes may ignore other
factors of teacher quality that are not reflected in the testing regime (Holloway et
al., 2017). The narrowing of focus leads Holloway et al. to present a concern that
testing produces particular types of teachers and discounts an argument about the
degree to which low/high stakes matter.
There is also a consideration that the existence of a series of standards may narrow
teacher quality considerations, and actually limit teacher actions to innovate,
develop and take risks. Clarke & Moore (2013) described the deadening effects of
standards discourses and standardization by defining teaching quality in a
restrictive paradigm. For these researchers, teachers operating in an environment
of singular standards means education is recognised as a process, with no
consideration of the value of teachers operating outside the standardised
competencies and definitions.
Teacher responses to externally-specified assessment are diverse. A study by Hardy
(2008) noted the pressures have led to confusion at the policy level, which has in
turn contributed to contradictory and conflicted responses at the level of practice.
Hammersley-Fletcher & Qualter (2010) studied the views of teachers in England of
their profession. The study involved teachers from five secondary and nine primary
schools. The teachers were operating in a relatively unfamiliar environment, with
changes to policy intended to move teachers to ‘leaders of learning’ as a means of
raising standards. Their study found teachers’ view of the changes, and support for
the new regime was based to a large degree on teachers’ view of their own control
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– beginning at the classroom and extending into the school and wider system. The
study found including teachers in the system was essential for successful change
management. Where implementation was “thoughtful and developmental, staff
confidence was maintained and thus their sense of professional identity protected”
(p. 13). For consideration in an Australian environment, the study suggested the
need to involve teachers closely in the implementation of change as AITSL
continues to evaluate teacher quality. This gap in both practice and research
provides a tension point for the adoption of the Standards by teachers, as there is
no independent public document/s to identify teacher attitudes to the scheme. The
inquiry in this study provides an exploration of teacher views of the Standards –
how they are used, what factors promote use of the Standards by teachers and
within schools, and what factors accelerate/drag teachers when they are
considering accreditation as HALT. The discovery here may provide inquiry lines to
explore teacher views in other settings, sectors and jurisdictions.
The development of a series of Standards for classroom teachers has also provided
second order effects; for example, on the view of teacher quality by those
considering entry to the profession (Knott, 2015). AITSL’s move to mandate testing
in literacy and numeracy for those already enrolled in teaching degrees prior to
registration as a graduate teacher (Knott, 2015) has effectively created a series of
pre-career standards for prospective teachers. A downstream effect of this move is
to develop a view of the sector that teaching is for the “best and brightest” (Gore et
al., 2016, p. 530).
While Australian teachers are aware of the pressures created by external
assessment and considerations of practice, they are not the only agents influenced
by a certification regime. A study of Hong Kong’s system of teacher certification
notes the intention of teachers to address the assessment regime and the assessor,
rather than a consideration of practice. According to Tang (2008) an assessment
regime created two sets of limiting factors in Hong Kong: the incompatibility of rigid
standards with the holistic nature of teaching; and secondly, the transformation of
approaches, attitudes and data presentation in a world of high-stakes testing. The
study considers that the use of external professional standards can be
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counterproductive when used as a mechanical assessment of teacher practice and
outcome. Further, Tang suggests that a prediction that teacher standards can foster
“genuine and sustainable improvement in education and long-term capacity
building of the teaching force may be rhetoric” (2008, p.27). Tang’s work presented
the Standards as an artificial construct and having little benefit to transform teacher
quality.
Even within the sector, the signals of teacher quality are unclear. If we return to
the United States, where NBPTS has a longer period of establishment, the systems
of remuneration in most school districts provide little opportunity to promote the
acquisition of skills found to influence student outcome. Teachers’ pay premiums
(about 11 percent for master's degrees and 17 percent for a doctorate) are received
regardless of whether degrees are specific to the subjects in which teachers teach,
and with no determination that the additional skilling provides advances in student
achievement (Goldhaber, 2002). Further, pay premiums for teachers do not provide
reliable signals for administrators to address shortages, to reward job performance
or to encourage additional skilling. For an Australian environment, while
remuneration rewards exist for the various tiers of the Standards, these signals are
similarly opaque across sector and jurisdiction.

SECTION FIVE
International teachers’ experience to engaging with professional standards
Given the range of schemes designed to accredit teacher performance, or to stratify
teacher practice to determine quality, it is instructive to consider teachers’ views on
such systems. A regard for the views of teachers of various systems is valuable in
consideration of the Australian system, where (to date in 2020) about 700 teachers
have been accredited as Highly Accomplished or Lead Teacher under the Standards.
This rate of growth can be viewed in the context of growing tension in the view of
teacher standards in Australia. Bourke & Carter (2016) pointed to the divergence of
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a developmental and a regulatory approach to standards. The researchers consider
the background thus:
Ingvarson (2010, p. 59) claimed that Australia is at an “unprecedented level
of agreement about the need to implement a standards-based system for
recognizing highly accomplished teachers and lead teachers”, but others
such as Sachs (2003), Darling-Hammond (1998) and Bourke (2011) actively
promoted skepticism where standards are seen as the mechanism to
enhancing professionalism and producing quality outcomes in education.
(2016, p. 410).
Experiences in Scotland highlighted a teacher-view that disconnects the static
descriptions of standards from the fluid, dynamic process that teachers see of their
daily activities. A more thorough series of descriptors for advanced teaching
practice, including the recognition of career development, was presented as a key
factor for teachers to engage with teacher certification (Forde et al., 2016). The
study made three recommendations for a set of teacher standards to be accepted:
the standards should recognise high-level skill and understanding about the
processes of self-evaluation by teachers; formal recognition of teacher training and
development; and provide models of professional learning that allow teachers to
engage with other teachers in knowledge-rich environments.
The recommendations are interesting to the Australian context, especially
regarding widespread teacher endorsement (or rejection) of standards for career
progress. The conclusion is broadly supported by Australian research presented by
Ingvarson et al. (2005), noting that teachers value professional development and
career progress activities when they are shared with other teachers and relevant to
their teaching context.
This presents room for skepticism about the value of a teacher certification system
in Australia – especially regarding the intent of such a scheme and whose interests
a scheme serves. The need for “ownership” by teachers was presented as a central
tenet by Sachs (2010), allowing for a range of views about what makes a highly
accomplished or lead teacher. Sachs was unequivocal about the potential of a series
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of standards to frame teacher discussion about approach, practice and professional
identity. However, Sachs maintained the need for ownership of a scheme by the
profession and “a variety of opportunities for teachers to (engage) collectively and
individually” (p. 185).
Similarly, experiences in Portugal emphasise the importance of teacher agency for
teachers to endorse progression standards. Cardoso et al. (2015) examined the
attitudes of teachers in Portugal to teacher progression standards. Their findings
underline the role of “will” and “actor agency” (p. 219) for teachers and teachertrainers to engage with career progression standards, noting a range of external
factors as well, including pay and bonuses, career progressions, statutory
requirements and institutional culture.
A study of teacher attitudes towards career progression pathways was conducted in
12 European nations by Hilton et al. (2012). The researchers concluded there was
an active appetite for discussion about demonstrations of teacher quality
improvement, but that a singular, top-down structure was a problematic solution
for study participants. The researchers concluded there was greater interest in a
teacher progression system that offered a:
project focused more on reflection than on identifying, and therefore a
more appropriate name of the project would have been Reflection on
Teacher Quality. The second conclusion is that further effort is needed
towards the issue of studying and creating tools that support teachers to
reflect on issues outside the classroom, such as external relations and public
debate. (p. 445)
The actual nature of engagement and interaction/s will also determine teacher
opinions about a set of quality standards. In an Australian study conducted by
Mayer et al., (2005), the ability of teachers to “experiment with the standards,
provide opportunities for learning and build a sense of professionalism” (2005, p.
176) was centrally important to the development of a quality standards system.
Further, the authors called for a model of standards that emphasizes a learning
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framework for using the standards, teacher ownership of the standards and a range
of processes that recognise teacher professionalism.
It is worth considering the nature of teaching – the variety of requirements, settings
and activities – regarding the development of quality standards. Wang et al. (2011)
used the metaphor of a kaleidoscope to describe teacher quality that it may change
according to the situation, the setting and the desired outcome. The authors
cautioned that quality teaching may be too complex and too nuanced, with too
many variables, to be able to be measured with reliability with a single instrument.
Further, there is evidence of a second-order effect on teacher recruitment and early
career engagement by teachers when certification schemes cover the teaching
sector. The existence and operation of policies to use such schemes to improve
teacher accountability, with the explicit aim to improve the quality of teaching had
direct implications for the down-stream profession. Kraft et al. (2019) noted such
schemes have a positive intent about the potential consequences of accountability
reforms on the supply and quality of new teachers.
Counter to most assumptions, our findings document how a package of
teacher accountability reforms, centered on high-stakes evaluation systems,
reduced the supply of new teacher candidates available to public schools.
We find further evidence that suggests this decline in new teacher labor
supply was caused by a perhaps predictable consequence of the reforms, a
decrease in perceived job security and autonomy. (2019, p. 35).
The implication of this study is that the control imposed by teacher certification
schemes (whether real or perceived) has an effect on recruitment of people into
the teaching profession. The key issues for prospective teachers were the absence
of teacher agency and self-direction of career under regimes that relied on teacher
quality certification. It should be noted these schemes often existed in conjunction
with career factors including:
•

probationary periods requiring certification to proceed;

•

tenure protection (or removal) based on assessment;

•

legality or illegality of collective bargaining for teachers;
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•

publication of teacher appraisal outcomes (US Department of Education
publishing the Race to The Top winners);

•

teacher licensing exams. (Kraft et al., 2019, p 68-72).

It is important to note that many (most) of these factors are not replicated in the
Australian educational sector.
A study to determine the type of quality certification system that would be
endorsed and supported by teachers was conducted in California by Accomplished
California Teachers (2015). This study identified the following factors that would
likely facilitate greater levels of teacher support for quality certification schemes:
•

clear and detailed standards;

•

evaluation and activity to improve the quality of teaching, not merely
complying with regulation;

•

greater regard to students as part of the evaluation process;

•

a recognition of the spectrum that exists regarding teacher work and
workload; and

•

links to options for teachers to continue to develop their professional
abilities. (p. 4-5)

Accomplished California Teachers (2015) also provided seven points for
consideration in the development of a teacher certification program to provide for
teacher improvement and advance student learning. The focus was on a schematic
for career development, not a snapshot of performance at one point in time. The
recommendations, made by a group of accredited teachers, called for a scheme
that:
•

operated to assess teachers during their careers (rather than a single
snapshot of assessment);

•

use evidence sets that provided more evidence on student development
(beyond standard test scores);

•

be based on frequent assessment (not isolated observations); and

•

the assessment to be constructive and to lead to professional development
considerations. (p. 4-5)
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From a macro viewpoint, it is worthwhile considering how teachers engage with
formal and informal appraisals of their work. As a wider view, this may provide
perspective about the relationship teachers have between arm’s-length review of
their work and the receipt of that information. Clearly individual responses may
vary. However, (and as a blunt and generalised instrument), is there an indication of
how teachers view critiques of their daily work, what do they do with appraisal
information and is there a preferred method for teachers to receive review
information?
The Teaching And Learning International Survey (TALIS) is an international study of
the conditions of teaching and learning. It is coordinated by the Organisation for
Economic Co-operation and Development (OECD) with a view to improving
educational policies and outcomes. In 2018 it covered 400 primary and secondary
teachers in 40 countries. The following outcomes are indicative of general trends
regarding teachers and appraisals of their work:
Who gets feedback?
•

Feedback is fairly prevalent in schools, with 90 per cent of teachers saying
they have received some kind of feedback, on average across the OECD;

•

TALIS data show that teacher appraisal is a common feature in school
systems. On average across the OECD, only a small proportion of teachers (7
per cent) work in schools where teachers are never appraised, although this
proportion is substantially larger in a few countries. (OECD, 2020, p. 4)

Who provides the feedback?
•

Appraisals are most often conducted by the school principal (as is the case
for 64 per cent of teachers) or other members of the school management
team (for 51 per cent of teachers). (OECD, 2020, p. 44)

What methods are used?
•

In schools where appraisal procedures are in place, observation of
classroom teaching is typically part of the process – in nearly all TALIS
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countries and economies, over 90 per cent of teachers work in schools
where this method is used for appraisal.
•

Other commonly used methods rely on the analysis of school-based and
classroom-based student results (for 94 per cent of teachers) and students’
external results (93 per cent). Other methods rely on student survey
responses related to teaching (for 82 per cent of teachers), assessments of
teachers’ content knowledge (70 per cent), or teachers’ own selfassessments of their work (68 per cent).

•

TALIS findings indicate that, on average across the OECD, teachers work in
schools using five of the six different methods that TALIS collects
information on (excluding schools where no appraisal takes place). (OECD,
2020, p. 44)

What happens with the feedback?
•

Nearly three out of ten teachers did not seem to find feedback useful for
improving their practice. According to TALIS, this finding calls for a critical
review of feedback processes currently in place, with a view to improving
the quality of feedback. (OECD, 2020, p. 41.)

•

Another noteworthy finding from TALIS 2018 is that the consequences of
teacher appraisal have changed between 2013 and 2018. In nearly all
education systems with available data, there has been a significant change
in the occurrence of at least one of the consequences examined by TALIS,
with the most common changes involving tying appraisal to financial
rewards and career advancement, which appears to have become more
prevalent. Aside from financial and career incentives, other changes
observed across participating countries and economies suggest a growing
reliance on assigning a mentor after appraisal, and a declining reliance on
altering teachers’ work responsibilities, dismissing them, or not renewing
their contracts. (OECD, 2020, p. 44)

In Australia, some educational sectors have tied HALT certification to pay and/or
promotional opportunities. However, some sectors have not. The existence (or not)
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of pay and non-pay reward systems is another variable as teachers coalesce their
opinions about progress to HALT. The research presented here provides views from
only one sector (with opportunities to expand reporting from other sectors and
other jurisdictions).

SECTION SIX
A focus on Australian teachers
A study of the interactions of Australian teachers with the Standards was presented
by AITSL in 2014. The study found 70 per cent of respondents had some knowledge
of the standards, with 61 per cent reporting that they had engaged with the
Standards. Findings show that they most regularly engage with the Standards to
develop the quality of their own teaching, or the teaching of others. Teachers and
school leaders were generally positive about the Standards, with 82% expressing
positive attitudes towards them (AITSL, 2014, p13).
The study indicated a widespread interest in the standards from Australian teachers
(to be expected for a new scheme designed to investigate the quality of their
profession). However, even after three years of implementation, two teachers in
five had not engaged with the Standards (AITSL, 2014, p14).
Call (2018) noted teachers view the APST as having the potential to have a positive
influence on their teaching and their career progress. Call’s study considered the
progress of certification as fraught with difficulties, as “getting all teachers to use
the APST as intended might be more of a challenge” (p. 100). The study looks
beyond any concerns about HALT certification to the wider profession of all
Australian teachers valuing and using the APST as intended, pointing to potential
“ramifications on their (AITSL’s) success, and their success lies, as Ingvarson (2010)
stressed, in “bringing the profession on board” (p.67). Further, Call’s review of five
years of AITSL establishment and operation of the Standards for the profession
highlights “AITSL’s difficulty in engaging teachers with the mandated APST whilst
they (teachers) are already preoccupied with issues of accountability, compliance
and time constraints (Ingvarson, 2010; AITSL, 2014; Dinham, 2013). (2018, p.100).
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At the same time, a study of teacher attitudes by Monash University (Heffernan et
al., 2019) indicated the significant sensitivity Australian teachers have regarding
issues surrounding their standard of operation and perceptions of quality teaching.
Responses from 2444 teachers to the study indicated teacher unease with public
views of the profession based against what they (teacher respondents) felt was a
legitimate view for the sector.
“Issues of teacher status have been the focus of international research including an
ongoing global research project into teacher status, which has found a correlation
between teacher status and student achievement (The Varkey Foundation, 2018)
. . . Ashiedu & Scott-Ladd (2012) highlighted the importance of public perceptions
and status in maintaining the sense of motivation experienced by teachers. They
noted that the importance of teaching needs to be recognised by communities and
society in order for teachers to maintain the intrinsic motivations that led to them
becoming teachers in the first place. (2019, p. 11)
This speaks of a distance between attitude and intention, and a challenge for AITSL.
The gap provides a disconnect for teachers as they attempt to interact with the
Standards, with some admitting to merely “playing the game” to appease their
leadership (Tuinamuana, 2011, p.78).
Teachers noted that a hindrance to them using the APST as AISTL intended is a lack
of time (Mayer et al., 2005). With a working week averaging 46 hours, with 23 of
those hours devoted to direct teaching (Morris & Patterson, 2013), primary school
teachers do not have time to familiarize themselves with the APST. For many
teachers it is not yet clear how they will find this time (Tuinamuana, 2011). To
develop their understanding of the relationship between themselves and teaching
standards Doecke (2001) argued that teachers need to be given that time. This
must be a meaningful process, as learning ought to be based on context and driven
by the reality of the teacher’s own situation (Darling-Hammond, 1998). Release
time for professional learning is required but this costs money and lack of money
could compromise a teacher’s ability to develop the level of interaction with the
APST that is required to make a difference.” (Call, 2018, p.100)
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AITSL have been clear in their determination that HALT certification identifies the
nation’s best teachers, and that those teachers have the potential to lead the
profession. AITSL presented a vision paper in 2017 to strengthen national
certification - Taking the lead: national certification of Australia’s best teachers. The
paper addressed the uptake in the first four years of the Standards (350 teachers by
2017) in a comparison with the US National Board for Professional Teaching
Standards (NBPTS).
The number of (Australian) certified teachers is relatively small, but it is
growing steadily. NBPTS had a similar experience, certifying only 177
teachers in 1994, the first-year certification was available … has now
certified more than 110,000 teachers across all 50 states. (AITSL, 2017)
The paper presented four next steps to guide the future of national teacher
certification. These stand as indicators of AITSL’s plans for the future of HALT
teachers and the direction of certification.
The four “next steps” presented in 2017 were:
1. Work with certifying authorities to promote certification, support
education authorities in non-participating jurisdictions to make certification
available;
2. Undertake research to examine the impact of nationally certified
teachers and map the career pathways, retention and development of
teachers as a result of undertaking certification as HALT;
3. Review and strengthen the quality assurance measures that support
national certification; and
4. Support effective sharing of the expertise of nationally certified HALTs.
(AITSL, 2017, p. 16-17).
The paper presented a clear view about the future for nationally certified teachers.
AITSL chairman Professor John Hattie went further in his view for HALTs – painting a
future with a nationally certified teacher in every school. His vision propounded
“recast(ing) the narrative around the Highly Accomplished and Lead teachers
(HALTs) to change the debate. There should be a HALT in every school, we should
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consider HALTs as a career pathway with top salaries to remain in the classroom”
(Hattie, 2016). It is a vision that creates a future with 9500 HALTs to deliver on the
‘one-in-each-school’ premise (ABS, 2020). A pool of nearly 10,000 certified teachers
sits far from current numbers achieving certification and a long way outside the
current trajectory of growth.
However, AITSL are not the only organisation with a view for the direction of HALT
teachers and how they could help develop teaching skills in Australia. A 2020
proposal from the Grattan Institute envisaged more than 20,000 Instructional
Specialists and 2,500 Master Teachers by 2032, “helping to spread teaching
practices that have been shown to work well, and to generate new research in highpriority areas where Australian teachers or students may be lagging” (Goss &
Sonnemann, 2020). This proposal is explored further in Section Five: Discussion, but
it provides a contemporary example of the focus for the direction of Australian
HALTs.

CONCLUSION
Australia has devoted considerable resources to the development of a series of
teacher performance standards, and the support machinery, to assess and
recognise teacher performance. This is similar to international developments –
some of which mirror the Australian experience, and some of which are
dramatically different.
Yet the voluntary Australian scheme has not been roundly endorsed by teachers.
On average, fewer than 100 teachers achieve certification each year, and the
trajectory of growth in certification is on a consistent plane. While teachers report
awareness of the scheme, it is clear their engagement is limited, with two teachers
in five reporting they had not engaged with the Standards in the first three years
following introduction. Further, teachers who have engaged similar international
certification schemes have called for a system that provides robust and
developmental career development for teachers, rather than a summative
assessment of practice (AITSL, 2016).
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This literature review suggested there was an opportunity to investigate teacher
attitude towards the Standards and provide an independent investigation of the
factors that promote and drag teacher adoption of HALT progression in 2020. The
review suggested an uneven (at best) acceptance of the Standards by Australian
education sectors and considered that much work remains to be done before
teachers adopt the Standards as an essential element for the development of their
teaching careers.
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CHAPTER THREE: METHODOLOGY
INTRODUCTION
This study is based on the views and the reports of experiences of teachers in one
educational sector in one Australian jurisdiction. This study investigated and
reported the views of those teachers – their views based on their encounters with
the Standards. This study was designed to present the lived experiences and
reactions of teachers following contact with the Standards at their school, in their
region, in their orbit of experiences and encounters. It is designed to provide their
views based on a spectrum of professional encounters with the Standards.
To explore this phenomenon, the main research direction focused on identifying
the reasons which encouraged teachers to pursue certification under the
Standards, and (as a counter) identifying the factors for teachers who had decided
not to pursue certification. It provided a representation of the views formed by
teachers from myriad, individualised encounters with the Standards – what views,
opinions and postures the study participants have formed regarding the current
scheme to provide an identification system of those teachers deemed to operate at
expert status. This approach allowed for a focus on the common lived experiences
from a particular group of people. Through this approach, the study aimed to
provide teachers’ description of the nature of teacher contact with the Standards.
This chapter summarises the approaches employed for this study, outlined the
design of the research program, presented the procedures for collection and
analysis of data, discussed the processes used with focus groups and provided a
discussion of the limitations of the study.
Phenomenological Research
The study relied on an approach that directly presented the views of teachers
working under a career pathway based on the Standards. Phenomenological studies
can investigate the nature of relations that manifest and appear regarding
a phenomenon. Vagle (2018, p28) discusses the concept of “intentionality” to mean
the “inseparable connectedness between subjects and objects in the world”. In this
way, the study approach examines how teachers make meaning of an object – in
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this case, the Standards. It is about their views and their presentation of views of
the Standards– how they (the teachers) are meaningfully connected to the realworld object of the Standards. The study relied on teacher voice of their
experiences, the views they hold and the factors that led them to construct their
views – an exploration of how the subjects create connection to objects in their
world.
Phenomenology puts the experiences of the participants at the centre of activity.
The primary purpose of phenomenology as a research method for Vagle (2018) is to
“study what it is like as we find ourselves being in relationship to (an) other”
(p.20). The point is not to “get inside other people’s minds …rather, we are trying to
contemplate the various ways things manifest and appear in and through our being
in the world” (p. 23). A clear criticism of phenomenology presented by Roth (2012)
notes a risk to focus on accounts of experiences rather than the experiences
themselves. However, in this regard, phenomenology presents an ideal method to
explore how teachers present their views of the Standards – looking at their
accounts of engagement (or otherwise) with the Standards. A phenomenological
approach allows views and beliefs about experiences, not solely the experiences
themselves.
Phenomenology studies can investigate the relations that manifest and appear
regarding a phenomenon. Vagle (2018, p28) discussed the concept of
“intentionality” to mean the “inseparable connectedness between subjects (teacher
participants) and objects (the Standards) in the world” (my italics). The use of
intentionality here does not mean what we choose or plan. It is not used to signify
any action we might want to take. It is used to signify how we are meaningfully
connected to the world” (Vagle, 2018, p28).
Williams (2018) presented phenomenology as providing experiential narratives,
even with a risk that they may be limited by the very nature of the experiences.
Williams suggested there is an opportunity to do more, to see more and to evaluate
more from participants’ experiential recounts. Williams commented that a key part
of Heidegger’s account is his notion of the ‘background’. This attests to the contexts
or horizons through which our relationships to the world are made possible:
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In his early philosophy, Heidegger presents us with a picture of human
being‐in‐the‐world that seeks to get beyond the construal of the human
being as a disengaged ‘subject’ who faces passive ‘objects’ in the world. A
key part of Heidegger's account is his notion of the ‘background’. This
attests to the contexts or horizons through which our relationships to the
world are made possible. We come to things, as Heidegger puts it, with a
‘fore‐having’ and a ‘fore‐sight’—things do not appear to us as abstracted
singular ‘objects’ but as shaped and formed by history, and as always
already interpreted within a web of possibilities. (p. 99)
For Heidegger, there is a belief that we have shared understandings, because each
of us is an ‘embodied person that dwells in a culture and in particular lifeworlds
that enable these cultural meanings to be inscribed on the body’ (Benner 2000, p.
8). Just how this is presented is again a factor of the individual – that an individual
experience is interpreted and re-told by the individual based on their own particular
lenses. Williams goes further to explore how individuals will report on experiences
in their own words.
Heidegger’s oft cited phrase that ‘language speaks’—which is suggestive of
both the way we as humans speak language and how language speaks
through us. Beyond its signifying function, then, Heidegger seeks to draw
our attention to the ‘poetic’ element of language—its capacity for ‘letting
be’ (2018, p. 99).
In this way, the phenomenological approach is appropriate and matches the nature
of this study. The research looks specifically and directly at the views of participants
– their reaction to real-world experiences. Results are presented in their own
words, through the own lenses. Following Heidegger, the study subjects and their
activities are “in the world”, opening platforms for interpretation of activities and
the construction of meaning “by looking at our contextual relationships to things in
the world’ (Smith, 2016, p. 18). Further, Heidegger frames this interpretation as an
ongoing act, and that any reaction will rely on the context – there is no pure
interpretation (Vagle, 2018). The approach is ideal for this study of teachers’ views:
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Heidegger frames phenomena “as the way in which we find ourselves being in
relation to the world through our day-to-day living” (p. 20).
The entire consideration for a study using phenomenology was reinterpreted as
interpretive by Heidegger. He focused on the human experience as it is lived,
defining the primary focus of philosophy as ontological (Cohen & Omery, 1994; Ray,
1994). He built an approach that set the primary concern of phenomenology to be
centred in the meaning of “being”. He relied on the concept of “being‐in‐the‐world”
to establish a format of study for the way humans exist and act and how they react
to the experiences of their lives (van Manen, 1990). Heidegger’s ontological ideas
can be shaped as a study of human experiences in a focus of terms of ‘being in the
world’, rather than ‘being of the world’ (Ray, 1994).
Heidegger argued that to be human is to be interpretive of experiences, for the very
nature of existing, operating and experiencing in the human realm is interpretive
(Polkinghorne, 1983). The phenomenology of Heidegger assumed that the observer
cannot separate themselves from the world (Walters, 1994). Heidegger provided a
view that for each individual the accepted truth was not something that is
constructed by distancing oneself from what is to be known (Polkinghorne, 1983).
An interpreter always brings certain experiences and frames of meaning to bear in
the act of understanding and these cannot be bracketed or segregated as discrete
constructions (Koch, 1996). Understanding, from this perspective, is based on the
interpretation of phenomena rather than the description of phenomena. The
method is useful because it can use tools like observations, narratives, reenactments of lived experiences (Jackson & Mazzei, 2012) to build meaning and
provide structure to the experiences of the focus group participants. For the study,
this means the theory for discussion of ideas is not pre-specified but emerges as the
research phase proceeds and as participants provide their interpretation of their
experiences. In this way, this study provided a report on the views of one group of
Australian teachers regarding teacher certification at HALT status. Hayes (2000)
noted that such a theory may be very context specific – “applying only in a
relatively small number of situations” (p. 184). Indeed, this encapsulates the
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proposed field of study – the views of ACT secondary teachers in a single system
regarding AITSL’s teacher progression.
The responses of individuals
The study investigated the views of participant-teachers about professional identity
and their determination of quality frameworks. The research investigated the
background and judgement of participants regarding a formalised certification
scheme for teachers in Australia. The approach allowed for, (in fact, actively
embraced) a position that teachers have formed their views based on their
experiences and their understanding of phenomena. The base concept is that
human behaviour is based on meanings that people attribute to, and bring to,
situations (Punch, 2014). The behaviour, in this case, the formation of an
individual’s view, is not caused or created in a linear manner, but it is continually
constructed and re-constructed as people interpret and re-interpret situation/s in
which they are in. In the case of this subject, there are variables that will shape and
re-shape teacher views. The concept of culture, so central to ethnographical
studies, ceases to exist as a formal element for each teacher. Spradley (1980)
defined culture as a shared set of meanings or a cognitive map of means. The
cultural knowledge that any group of people hold is their interpretation of this map.
This study sought to look at the reaction of the individual, as the frame their career,
their teaching and their belief systems against the Standards framework which
defines markers of quality in education. Therefore, there was no common culture
to interpret, so a traditional ethnographic approach would not provide an
investigation of the study questions.
An acknowledgement that teachers are forming, and re-forming views of the
Standards based on experiences also raises the question of how teachers form their
views of empirical facts. While a fact may exist as a single point of reference, the
reaction of teachers may vary based on any numbers of factors. This gap provides
the room for personal interpretation and adjustment. A positivist approach, arguing
that the science of analysis is value-free, sits outside the approach of this study. The
study seeks to engage with, examine (and indeed embrace) the views of the
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individuals – even with an awareness that these views may not provide a complete,
accurate or consistent view of the empirical evidence.
The study aimed to understand the views of teachers following their interactions, to
whatever degree, with the Standards. This meant an investigation of the
experiences of teachers following direct or indirect encounter/s with the Standards.
The aim was not primarily to examine what the participants decide, but rather how
they experience their decision-making. Accordingly, the study relied on the
experience of teachers in relation to the Standards – and adopted a
phenomenological response to the inquiry and analysis.
Bracketing researcher reflexivity
The study provided an exploration of teachers’ views regarding their individual and
varied interfaces with the Standards. This focus raises the question about the role
of the researcher in the study and how the researcher’s views and experiences
were distanced from the phenomenon and the experiences of the participants.
Giorgi (1997) emphasises a demand that the researcher bracket their experiences
with the phenomenon during research. This task does not mean ignoring all past
experiences and removing past knowledge. Rather, it means being aware of such
knowledge and experiences and actively putting them aside during the study of
phenomena. Giorgi is clear about the action of the researcher to bracketing and
reflect about representing participant views, writing “no work can be considered to
be phenomenological if some sense of reduction is not articulated and utilised”
(1997, p240).
Macbeth (2001) provides a discussion about how the researcher can take a position
and carry out their work with such an awareness of bracketing and reflexivity. This
demands acknowledgement of the role of the researcher in the research act,
awareness of what is being seen, and then “reflexive monitoring of the text in its
production (2001, p43). It is within this frame of researcher actions that this study
exists with a constant and active awareness of the position of the researcher and
consistent bracketing of researcher experiences and knowledge.
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Research Design
Context
This study focused on teachers working in one sector (Independent Schools) in one
state or territory (the Australian Capital Territory) and submitting evidence for
assessment to certification in one regime. The Australian Capital Territory covers
269 schools with 72,000 students (ABS, 2019) and 8000 registered teachers (TQI,
2019). Certification under the Standards is provided by the ACT Teacher Quality
Institute – working in accordance with the ACT Teacher Quality Institute Act 2010 to
determine standards, including assessment and certification Standards, for the
teaching profession in the ACT (TQI, 2017).
Participants
Interviews relied on two focus groups of 5-6 teachers (the participants) at each
forum in a semi-structured manner (Kvale & Brinkman, 2009). The primary topic for
investigation was the teachers’ view on the certification process, identifying
factors both supporting and discouraging their participation to HALT certification.
This study provides an observation of participants in their usual working
environment – in this case, teachers moving through their careers and considering a
range of factors surrounding career progress while conducting day-to-day activities
for teaching and learning in schools and in remote settings. The research aimed to
understand the culture/s, challenge/s and motivation/s that exist for a specific
community at a specific time.
In each focus group the participants were professional colleagues from each school.
They were well-known to each other; they planned, taught and reflected together,
and had done so for at least several years. Participants were mostly experienced
teachers (10 years teaching or more) with only two participants having less than
five years’ experience. Four teachers either were current or previous heads of
department. The majority of teaching experience was in the ACT and the majority
of that experience was in the independent sector.
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Procedures
Focus Group Questions
The study provided a series of questions for teacher respondents in each focus
group:
•

Are you aware of AITSL’s Standards for teacher progression to HALT
certification? Can you describe your engagement with the Standards to
date?

•

Can you describe your view of the Standards? Have you used them to date?
How? How have you become aware of the HALT descriptors (for example,
AITSL or TQI website, school visit, conference item, newsletter)

•

Have you had a discussion with a peer or co-worker who has considered the
HALT progression pathway? Has your HOD or leadership at your school
discussed the HALT Standards? Can you describe that? Do you think the
Standards are necessary for career progression?

•

What factors would encourage you from using the AITSL HALT career
progression pathway?

•

What factors would discourage you from using the AITSL HALT career
progression pathway?

There is a consideration that this study is restricted by specific timing, location and
education system. There is the possibility that the views of focus group participants
may not be represented in other states, or in a year’s time, or in systems that
operate under different pay and progress regimes. Or, they may. Regardless, the
study inspected the views of teachers of a system that provides a view of their daily
work and their entire profession.
Data Collection
The Association of Independent Schools of the ACT (AIS of ACT) approved a formal
request to conduct research in schools. The AIS of ACT is the peak body
representing the ACT Independent School sector. The Association represents 18
schools from a range of faith communities and diverse pedagogical approaches,
covering schools accepting students from pre-primary to senior years.
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The researcher received approval from the Association and two principals to
visit two senior schools in the suburbs of Canberra in Australia’s Capital Territory.
Initial meetings with staff inviting participation in the study, with subsequent
approaches to participants formalised for two on-site focus groups. The initial
meeting provided an introductory statement of the project (see Appendix Five);
recounted AIS of ACT and school support for the research project, fielded teacher
questions about approaches and invited interest from teachers (to become study
participants).
Data were collected at two focus group interviews of about 50 minutes each. A tape
recording was made of each interview and transcribed. All transcripts are presented
verbatim and provided the data for presentation in Results. Notes were taken from
the recordings and transcripts to identify common threads, themes and material for
Discussion.
Both focus groups were treated in a similar fashion using the questions presented
at Appendix Five. Individual stories and reflections from various episodes were
presented and elaborations provided or elicited from participants.
Focus Group Design
Interviews took place at the participants’ school on two days during August 2020.
The interviews were conducted in schools’ meeting rooms, aiming to provide
familiarity for participants and to create a “relaxed and trusting atmosphere”
(Moustakas, 1994, p. 114). All interviews were recorded digitally with participants
aware of the process. At the interviews, participants were assured of confidentiality
and anonymity, and reminded that they could withdraw at any time. Transcripts to
hard copy were made from the original recordings with pseudonyms used in the
reporting of each participant’s responses.
As professional colleagues from each focus school, participants were known to each
other. They taught together each day and had been members of the same school
staff for (at least) several years. Bell describes the nature of this feature of a focus
group as “more likely to include members who either have similar characteristics or
experiences … or are known to have a professional concern about and knowledge
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of the issues involved” (2009, p. 162). This collective knowledge and professional
familiarity created environments that were data-rich, flexible and cumulative as
participants connected and contrasted their experiences with those of (familiar)
others.
The contribution of group dynamics is a factor for focus group interviews that does
not exist in individual or online research activities. Morgan is clear on this point,
that the “hallmark of focus groups is the explicit use of the group interaction to
produce data and insights that would be less accessible without the interaction
found within a group” (1988, p. 12). For this study, this interaction needed to
develop and provide ideas rather than allow a handful of voices to dominate
conversation or direct discussion. Punch provides a specific directive to the
researcher in this case: “The group interaction will be directed by questions and
topics supplied by the researcher” (2014, p. 147).
Working With Focus Groups
Questioning was conducted as per the study design (See Appendix Five).
Participants were aware of the general direction of the study questions based on
sessions at each school to invite their participation. The interviewer reiterated at
the start of each focus group that the discussion would be based on these
elements.
Responses to each question were invited in a “round the table” format. The first
response to each question was invited from a particular participant, with a
subsequent comment then invited from the participant to the left, and so on. At
each following question the starting point would begin with a new respondent. This
meant the first voices on an issue were not always the same and the opening
remarks were not always in the hands of individual respondents. The consideration
that individual experiences are at the core of phenomenological research and that
analysis and emphasis in studies are on the subjective, individualised perceptions of
the individual participant (Stewart et al., 2007). There is, yet room for the views and
perspectives of an individual to be secured and presented in the setting of a focus
group. Sorrell & Redmond (1995) propose that if the interview involves a group of
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participants, each can tell their experiences in a self‐contained narrative – with
minimal interruptions or contradictions and the potential for other members of the
group to add greater perspectives as the story develops, providing options for
further discussion and providing their own experiences and views to build shared
meanings and interpretations. This reflects the views of Spiegelberg (1971) and
Halling et al. (1994), who argue that a group approach does not exclude individual
perspectives – rather, it includes them and can amplify them.
The interviewer was consistently conscious of creating opportunities for all voices
to be heard. Vocal cues included “does anyone else have something to add?”, “does
anyone have anything further on that issue?”, “Now let’s go around the table”.
Non-verbal cues invited comments with eye contact and directing conversation
with hand gestures. Both actions aimed to provide balance throughout the group
sessions and allow space for the contribution of each participant.
The use of focus groups provided a forum for explanation of experiences as
participants were able to reflect on the narrative of others. Morgan (1988, p.12)
nominates this “explicit use of the group interaction” as a vital and valuable way to
produce data, insight and explanations “that would be less accessible without the
interaction found in a group”. Teachers work in a social environment. The root of
their experiences with the Standards may have common origins, and a focus group
allowed ideas to be expressed that might not come to light with a survey or one-onone interview. This commonality dovetails neatly with a phenomenological
approach as participants can explain their thinking. Laws et al. (2003, p299)
nominates the focus group as useful when in-depth information is required about
how ideas are formed – “about how people think about an issue- their reasoning
why things are as they are, why they hold the views they do”. For Punch (2014,
p.147) the group setting can “stimulate people in making explicit their views,
perceptions, motivation and reasons”.
Clearly there are risks for the formation and conduct of focus group interviews. Bell
(2009, p.163) warns “a couple of strong personalities can also influence and in some
cases actually take over a group”. Hayes (2000) makes a similar warning, noting the
need for consideration of age, sex and ethnic status of participants to provide a
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permissive and relaxed atmosphere. Morgan & Krueger (1993, p. 8) warn of
presuming focus groups will provide a solution to a problem, noting “even in
relatively homogeneous groups, free expression can be squelched by demanding
that each group reach a consensus.” For Fontana and Frey (1994) concerns emerge
when a focus group lacks direction, with group interaction necessarily directed by
questions and topics supplied by the researcher.
The risks of focus group centres on the formation, the conduct and the direction.
Morgan & Krueger (1993) acknowledge the risks but maintain the advantages of
group interaction to provide insight and illumination. Interviews have been shown
to provide an effective way to collect qualitative data (Bell, 2009). Given the topic
and direction of this study, a qualitative element within an interpretative paradigm
is necessary. Indeed, the interaction and engagement of a group stands as an
obvious choice for dealing with the knowledge derived from individual perceptions
and responses to the focus of this study.
Accordingly, effective operation of focus groups relies on the following guidelines to
ensure clarity in direction; that all participants are heard; that the interview
addresses the enquiry questions and those ethical standards are upheld. Morgan &
Krueger note:
If you know you can get a good enough answer to your research question by
using focus groups, then that is preferable to an inept application of a
technically superior method. Generally, poorly done research, of any type, is
worse than useless when it leads us to trust false results. (1993, p. 17)
Effective operation of a focus group requires:
Direction through questions and topics supplied by the researcher (Fontana and
Frey, 1990).
An awareness of, and focus on, the focus phenomenon of the study. While this
seems obvious, Vagle provides a specific recommendation to have a “clear sense of
the phenomenon under investigation and then the interviewer needs to be
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responsive to the participant and the phenomenon throughout the study” (2018, p.
87).
A constant consideration of the focus group tone and direction to ensure all
participants are heard and all elements of the study are explored. For Bell, this
relies on the researcher being aware of the elements of the interview and always
honouring the ethics of research (2009).
Within these considerations, a technique referred to by Bell as adaptability
in interviewing was adopted (2009). At its centre, the focus group provides “a
conversation between interviewer with respondent with the purpose of eliciting
certain information”. This seems a simple summary, but it contains Vagle’s (2018)
focus on intentionality and nature of beliefs held by the participant. Each interview
will use a pathway of questioning. van Manen presents a recommendation to stay
(not just figuratively) on the path, noting the interview process needs to be
disciplined by the fundamental question that prompted the initial need for research
(2011).

Data Analysis
Analysis of data relied on an identification of themes in the interviews. Codes were
applied to relevant themes in the transcripts as “labels to assign units of meaning”
(Miles & Huberman, 1994, p. 56). For Bell (2009) the codes allow for aggregation of
ideas, with a focus not on the exact but the inference: “it is not the words
themselves that matter, but their meaning” (p. 124).
Analysis of data relied on an identification of themes in the interviews. Codes were
applied to relevant themes in the transcripts as “labels to assign units of meaning”
(Miles & Huberman, 1994, p. 56). For Bell (2009, p. 214) the codes allow for
aggregation of ideas, with a focus not on the exact but the inference: “it is not the
words themselves that matter, but their meaning”.
Heidegger provides a three-step process for analysis of the statements of
individuals regarding their experiences (Macann, 1993). The first step presents the
facts of the matter – the phenomena – to manifest themselves in a self-evident
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manner. The second step provides a fundamental, ontological level of analysis – in
effect to establish different categories to divide existing concepts in order to better
understand those elements and how they fit together in the broader world. The
third step is an analysis of how these elements are grounded in ontological
structures – how meaning is constructed.
This created a framework of responses which was re-visited in subsequent
interrogation of the data. Some themes were added, some were modified. Punch
(2014) describes the process of topic coding and analytic coding to provide a
sequence of analysis: labelling, interpreting and theorizing data (p.
175). Coding activity raised myriad ideas which were captured in memos to record
these concepts. Glaser (1978) defines memos as a sentence, a paragraph or a few
pages to take the “momentary ideation based on data” to elaboration based on key
concepts (p. 84).
Common themes were identified in a three-part process as described by Punch
(2014). This provides for a sequence of analysis: labelling, interpreting and
theorizing data. Tags were initially made as labels based on primary readings and
sorted into themes based on this coding. Analysis of coded elements provided a
series of areas for interpretation – “what were respondents saying on this issue?”
The further analysis provided an insight – “why are respondents saying this about
each issue?”
Coding of the transcripts was conducted in three phases in a format presented by
Punch (2014) and Hutchinson (1988). These three phases provided a sequence of
analysis: labelling, interpreting and theorizing data. Coding activity raised myriad
ideas which were captured in memos to record these concepts. For this study,
results were drawn from the following process:
•

Level I coding – this level of coding provided labels of key words from the
transcript. These were the recurring themes as presented throughout the
interviews. Transcripts were tagged to identify similarities in material
responses from participants.
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•

Level II coding – this level of coding involved interpreting the tags from Level
I. This step was conducted in line with a process from Vagle (2018, p. 111),
describing “the goal of finding what van Manen would most likely call
‘themes’, Dahlberg ‘patterns of meaning’ and Giorgi ‘meaning units’ and
then ‘invariant structures”. A series of memos were produced under the
headings presented in TABLE 4 to consolidate, aggregate and make meaning
from the interview transcripts under preliminary titles. Glaser (1978) defines
these memos as a sentence, a paragraph or a few pages to take the
“momentary ideation based on data” to elaborations based on key concepts
(p. 84).

•

Level III – this level of analysis relies on forming relevant theoretical
constructs from the memos and the data aggregation of Level II. As a
phenomenological study, the teacher-respondents are presenting their
views of the Standards. This phase examines views and beliefs about
participants’ experiences, not solely the experiences themselves.

As an example, this three-part process for application of the data analysis process is
now presented as a demonstration on one of the interview transcripts. Phase One
(labelling) followed close, repeated readings of the transcripts. As an example, the
following presents the analysis of the issue of the workload associated with
preparing an application for HALT certification. This issue was not specifically
presented as a question for response (for example, there was no question like,
“How do you feel about the amount of work required for a HALT progression
application?”). However, it was clear from the transcripts that there was a recurring
theme for participants about their perception of the time, evidencing and
resourcing required for an application. The initial readings provided a memo point
(one of many) that respondents presented their perceptions that a significant time
and effort was required for HALT application and certification. Glaser (1978)
defined memos as a sentence, a paragraph or a few pages to take the “momentary
ideation based on data” to elaboration based on key concepts (p. 84).
As notes supporting this “time and effort” memo, the transcript was analysed for
mentions (either specifically or inferred) of requirements for time and/or workload.
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The notes provided evidence of references at lines 108, 165, 507, 510, 517, 1035,
1040, 1226, 1249. This memo and the references were cross-checked against the
transcript and delivery, finally providing the “labelling” phase described by Punch
(2014, p. 175). A series of memos and references provided the headlands (the
coded labels) for the analysis of data. Revisiting the memos meant confirming (or
removing) the issues as recurring themes based on the frequency of responses –
determining how, and how often, participants referred to each issue.
Interpreting the data formed phase two of the analysis effort. This meant studying
what respondents were saying and inferring in the interviews. To continue the
example, the “amount of work” extracts are presented below. These are responses
in a discussion about drag factors for teachers when considering certification.
108: “It’s overwhelming for me to sit down and think – when you look at the
paper there are 726 little tick boxes.
165: “I feel I do a lot of work for my school at the moment”.
507: “Mine would be time. Absolutely time. I’m time poor as it is. I just don’t
see any benefit from this particular model.”
510: “Time is obviously important, but I think you can find ways to find time
if it is relevant.”
517: “For me it is definitely time.”
1035: “If you are prepared to put the time in, it would be a lot of work.”
1040: “the collection of evidence, the justification … I remember thinking
‘I’ve got better things to do with my time’.”
1226: “The biggest thing that would discourage me would be the idea of an
investment of time without having a benefit from actually doing it.”
1249: “I think the main discouragement for me is the time I’d have to put
into it. When I look at the Standards, I actually think I’m pretty close to be
able to do it. I look at it, and I think, ‘I think I can do it’. Like, I’ve got the bits
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and pieces to put together. But then I just can’t, I just don’t get to the point
where I am prepared to put that time in.”
As analysis, these codes aggregate participants’ responses about negative attitudes
towards the HALT application. These are not all the responses – other elements
were positive and were coded as such. These are not the only negative responses –
other themes were identified and coded in a similar manner. Phase Two of analysis
in this model provides an interpretation of responses – what were respondents
saying on this issue?” The responses regularly referred to an investment of time.
Respondents were reluctant to consider an application because they believed it
would require a significant investment of time – an investment they were unwilling
to make. There was no quantification of what the time-load would be – no
respondent offered an estimate of hours, days or weeks required to prepare an
application. No respondent provided a case study to support their contention.
However, there was a consistent view that applying for HALT certification in the
ACT in 2020 would require a significant investment of time, and that this was a drag
factor when considering an application.
For this example, this analysis provides a pathway to considerations for Phase
Three, to ask “why are respondents saying this about this issue?”. This is the
theorization element described by Punch (2014). Respondents described “time” as
a drag factor when considering HALT certification. There is no explicit mention of
“the amount of work” for an application. No response was direct to say: “I think an
application is too much work”. Respondents repeatedly referred to a commitment
of time. One interpretation applied here is that “time” is a cypher for the perceived
workload – that an application was seen as an unattractive option due to the
amount of work. Another interpretation is that respondents were dealing with a
significant increase in workload in 2020 following a move to remote schooling
under COVID-19 protocols. In this way, they may have had no time to consider an
application for HALT certification. References to “time” may have also been a proxy
for priorities – that respondents were unwilling to consider an application within
the demands of their current workplace and tempo of work. Taken individually and
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then collectively, an interpretation emerges that respondents felt an application for
HALT certification:
•

Required a significant investment of time;

•

That “time” would mean a significant amount work had to be invested;

•

Respondents did not recognise that they currently had excess capacity in
their work schedule;

•

Preparing an application would require an additional investment of time and
work – an additional workload that respondents were unwilling to make.

Therefore, the synthesis provides that a recurring drag factor for considering an
application was not only the respondents’ belief of the time involved: but that they
were unwilling to make a time commitment to such a degree. In their framing, the
time required to prepare an application meant such a process was not a priority for
them. (This question of priority also speaks to the respondents’ view of the status
of certification – and provides a further discussion point).
This matryoshka-style nature of ideas requires a consideration of data – how was
the importance of each idea qualified? How were themes separated and prioritised
for discussion? The process of coding for Phase One (labelling) is described above.
This provided the starting point for prioritisation – based on the frequency and the
connections of each issue. To demonstrate, the example of “time” is continued to
describe the labelling of this and other drag factors. To return to the process – early
readings identified a range of themes in a process described by Glaser (1978). For
this example, the following memo titles were produced during initial readings:
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Memo Framework: Drag factors when considering applying for HALT certification
Memo

Title

Line references from transcripts

1

Fee for application

275 295 522 525 997 1224

2

Life cycle of certification

1000 1015 1020 1209 1255

3

Requires judgement of career

185 200 295 520 720 777 1185 1240

4

Structural support

251

5

Authenticity of process

772 730 963 970 1046 1205 1215
1230

6

Work/life balance

175-185 421 1260

7

Time and input

165 507 517 1035 1040

8

An exhausting process to apply

108 510 1226 1249

TABLE 3: Creating A Memo Framework

The separation of themes into these memo titles relied on accurate transcription,
close reading and reliable coding in a process described by Creswell (2007). This
meant being responsive and flexible throughout the reading phase to ensure the
memo set accurately presented the responses of each of the focus group
participants. Reading, review, re-reading and re-titling was essential to provide
accurate representation. The initial separation was made by nominating concepts in
a spreadsheet as they arose during reading. This provided for the identification of
the occurrence and re-occurrence of each – building a frequency indicator before
creating a memo (Glaser, 1978) for each concept. Combinations of memos
followed, to provide matching of ideas as common points. For example, Memos 7
and 8 were combined under a broad title of time and effort – representing similar
responses from respondents: their beliefs that significant time and effort was
required for HALT application and certification.
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The importance of each concept was qualified in two ways – with a return to the
frequency chart described above – asking “How many times was this concept
presented? What variations on the theme were made? Did it re-occur during
discussion, or usually present itself at the point of a direct question?” A return to
the frequency indicator allowed an answer to the first part of the examination, and
a study of the transcripts allowed an inspection of the latter.
The memos and general themes from the sources were studied to generate
meaning about the views of participants. Punch (2014) provides a series of tactics
to test and/or confirm findings, including;
•

analysis of data quality (check for researcher effects, triangulating, and
deciding which evidence is most trustable)

•

looking at “unpatterns” (check for outliers, what do the extreme cases say,
follow-up surprises and look for negative evidence)

•

testing explanations (making if-then tests, rule out spurious relations, look
for replications and check theories against facts). (p. 355-357).

Managing The Data
Representations of the data recognises the construction of meanings as created by
the participants. The data provides a world view as formed by the participants
based on their experiences and attitudes. The data presented in focus groups
provides their explanation of their world – that the responses are evidence of
participants’ experiences – demonstrating their reaction and framing. The analysis
of the data is made with regard to this experience-first frame in an approach to
privilege the views and reactions of the participants, as described by Marton:
Edmund Husserl, the father of phenomenology, was anxious to find
experiences unaffected by scientific thinking. Therefore, he emphasized the
distinction between immediate experience and conceptual thought. In a
phenomenological investigation, we should ‘bracket’ the latter and search
for the former. (1988, p. 164)
Based on this premise the management of the data aimed to recognise that the
transcripts represent the world view of participants – views created by their
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experiences and presented as their reactions to external stimuli. Accordingly, the
interviews and consequent analysis of data were conducted to present participants’
views directly, relying on presenting quotes in context and verbatim where
possible. During the interviews no challenge or corrections were made to present
an expansion on facts or alternative interpretations as a counterpoint to the view of
participants. The discussions represented a phenomenological approach identified
by Marton that identifies experience as a constant factor for describing the world.
According to the basic tenets of phenomenology, all knowledge (and hence
all scientific knowledge) is rooted in our immediate experience of the world.
It is the task of phenomenology to depict the basic structure of our
experience of various aspects of reality and to make us conscious of what
the world was like before we learned how to see it. (1988, p. 151)
After the interviews the data were managed as presented by the participants.
Interpretations were presented “as is” with no correction of modification to align
with “what is” – rather presenting the participants’ words to represent their views:
“this is”.
The meaning of words for each participant is at the centre of this study as
phenomenological research. The meanings as suggested and inferred by the
participants is their interpretation of the world. They have ownership of their facts
– whether or not these facts are literally true and correct. They are providing their
understandings in their statements and reactions at the focus groups. Vagle
provides a neat summation of this element: “to ask phenomenological questions
about the world is to engage an interpretation of interpretations” (2018, p. 125).
The first element in this study is the interpretations made by individuals – the fact
they have formed opinions and views based on their experiences, conversations,
environments and individual lenses. These are presented at the focus group, with
the results as presented by the researcher providing the second element in an
interpretation of these interpretations.
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Use and knowledge of the Standards
Not a personal choice

A part of culture (Individual or school)

For reflection and personal development

A corporate culture

For mentoring and growth of others

A topic of conversations with others

Relevance of the Standards
Strata are unclear

A factor to develop self? To develop the
profession?

Performance pay?

A priority for career development? To

Reflective? Or not?

fast-track development?
Relevance to setting
Boxes to be ticked?
Relevance to work as teachers
Accelerator factors for HALT progression
Payment steps for progression

Industry recognition

Allocation of time

Career development

Access to mentors/pool of skills

Collective efforts

Drag factors for HALT progression
Workload

A fee for application

An exhausting process

A judgement of one’s career

Work/life balance

Lack of structural support

An inauthentic process

Lifetime of certification

TABLE 4: Level II Memo Headings (consolidating Level 1 coding)
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Rigour of qualitative research
Relevance
The study addressed a gap in research reporting on teacher views towards the
Standards. Previous investigations of this topic have been conducted by (amongst
others) AITSL (in 2015), the Grattan Institute (in 2019) and the NSW Attorney
General (also in 2019). These studies provided a timely exploration of the current
uptake of the Standards and provided various pathways for developing markers of
teacher quality. However, they did not address the central question of this study –
about teacher attitudes towards the Standards. The AITSL study represented a view
from a central stakeholder, Grattan Institute was funded by a range of supporters
and affiliates from industry and benefactors, and the NSW Attorney General is part
of the machinery of the NSW Government. Realistically, these reports may not
represent independent opinions of teachers from a specific system and/or be
representative of teachers in each/every state.
Transferability
The study investigated teachers’ view of AITSL’s standards and processes for HALT
certification. The study relied on a range of lenses to record the view of
participants. In particular, the study examined factors that support or degrade
participants’ propensity to seek certification under the standards. The study
examined participants’ view regarding factors that contribute to their view of
certification, including:
•

The international context for teachers to be assessed and recognised as
highly accomplished or lead (recognising the range in terminology and
systems);

•

The professional context surrounding the HALT discussion in Australia,
including advocacy and tensions factors;

•

Teachers’ view of self in regard to the profession – how they see
themselves, their career, their career progression and the career and
certification landscape of the teaching sector;
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•

Factors surrounding the process of certification – the mechanics of the
application and review process, costs in money, time and opportunity, the
existence (or otherwise) of exemplars for materials including applications,
feedback, evidence sets and proposals; and

•

The influence of individual schools on decisions regarding certification,
including school culture and support/indifference/opposition towards
certification within individual schools.

These factors do not stand alone but operate in a network to establish a value set
that may influence the decisions of individual teachers. Review of the responses
from participants will be cognisant of the fact not all teachers will be influenced by
the same factors to a similar extent. However, and following the work of Lincoln
and Guba (1985), the “thick description” of this study provides for a modular
transfer. The questions and approaches may be similar, but with scope to
investigate the views held by teachers in other teaching sectors, jurisdictions and
schools.
Reliability
The inquiry pathway seeks to explore individual experiences with the Standards.
The questions begin with specific consideration of individual experiences,
expanding to a generalized view from participants regarding the Standards. This
approach, from the individual focus to an exploration of concepts, aimed to
recognise the concrete experiences of the individual/s while providing scope to
(later) investigate abstract views. This is an approach presented in Punch (2014,
p146) that “stimulus-response nature of this type of interview stresses rational and
factual responses, rather than emotional responses” (Fontana and Frey, 1994).
It was imperative that the research design underpinning this study and the conduct
of interviews ensured the researcher’s position or own perceptions regarding the
topic did not influence the decisions surrounding methodology selection or conduct
of interviews. In this regard, participant teachers were unfamiliar to the researcher
– at Canberra schools and campuses of which the researcher had not previously
visited. This was also helpful as there were no existing professional or personal
relationships between the researcher and the participants that may have
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influenced the likelihood of any responses being influenced by the identity of the
researcher.

Study Assumptions
Participants have a sound professional knowledge of the subject matter
surrounding AITSL teacher certification. (Based on the preliminary school meeting
to invite participation, interviewees are likely to self-select based on their
knowledge of, and interest in the topic).
The level of outside agency for participants in the study are comparable. (Based on
both Schools operating in the same sector under the regulation of the ACT Teacher
Quality Institute, it is expected the level of external agency will be similar).
Staff at these Schools share comparable teacher career trajectories. (Based on both
Colleges operating in the same Sector in the same Territory the participant teachers
have similar and often overlapping experiences, but the scope for difference in
experiences and interpretation of experiences is valid).

Ethical Considerations
A respect for privacy and ethics was presented as an introductory statement at
each interview. This provided a framework for fair and honest sharing of views and
a respect for diversity in opinion, and this approach was maintained by respondents
in both sessions. Further, ECU provided authority for this study based on the
researcher’s endorsement of the institution’s approaches for ethical conduct,
respect of others and adherence to privacy standards.
Informed consent was obtained prior to interview, from the AIS of ACT to carry out
interviews; from principals to conduct focus groups in schools and from participants
(see Appendix Four). Teachers and schools were de-identified in
the reporting (reference to School 1, or participating teachers by pseudonyms) to
provide confidentiality in responses. Participants were aware of the protection
of anonymity.
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Study Limitations
The following limitations have been identified in the design and execution of the
study.
•

Participants in this study were limited to one local education system
(Association of Independent Schools of the ACT high schools). Subsequent
studies of this issue may examine experiences and attitudes of, and
between, teachers in other sectors.

•

Participation in this study was limited to individuals who had confirmed an
awareness of the AITSL teacher certification process. This means
participants necessarily had formed attitudes to the process, but there may
be opportunities to study the attitudes of teacher/participants who identify
limited or no awareness of the Standards. They had not registered for or
participated in progression to HALT in the ACT, and had no first-hand
appreciation of the mechanics of the process.

•

The study provides accounts of the lived experiences and professional
interactions from the study participants. Even within the ACT, different
levels of support for teacher progress to HALT exist between Public, Catholic
and Independent school sectors. Across the range of Australian states and
territories, experiences may be expected to vary to a much greater degree.

•

Data was collected over a one brief window. This means responses relate to
specific window and may not reflect any changes in policy or activity – or
may be highly sensitive to particular incidents/reports occurring in or
around the collection time period.

•

Participants were well-known to each other – they planned, taught and
reflected together each day. There is potential that this familiarity may have
limited the scope of position for each argument, as teachers did not want to
disagree with colleague/s. However, there is also the possibility that this
familiarly allows some ease and comfort in being able to hold a divergent
opinion – that a different voice may be able to emerge in a space seen as
safe. This balance means the data is analysed as a direct, honest and
realistic presentation from the response of each participant.
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This focus on validity and reliability is a constant theme for this (and all) qualitative
research where the research gives meaning to some event. There are two stages of
interpretation; firstly, as the researcher examines the significance of some
participant responses and secondly as interpretation of responses is presented as a
broader theory of meaning. This study focused on data collected from participants
(teachers) during focus group interviews.
Considering the issue of intensity in responses also raises the potential, indeed the
prospect, of bias and selection in representation from respondents. The transcripts
provide an outcome of the focus groups, but they do not provide discussion that
can be deemed as accurately representing the views of secondary teachers in the
ACT. One important aim of critical scholarship and research is to assess whether
proceeding provide fact or bias at each stage (Barzun & Graff, 1992, p 189). The
participants in the focus group self-selected on general invitations to teacher bodies
at two independent senior schools in the ACT. The selection process did not allow
for selection of primary teachers. There was no opportunity to represent teachers
from public or Catholic schools in the ACT. The selection process was open to all at
the two schools – which provided a homogenous (but limited) pool.
The potential for bias in response does not necessarily mean the proceedings
should be dismissed as worthless (Bell, 2009). The nature of a phenomenological
study presents a direct address to this point: that life is not lived objectively. As
described by Vagle (2018), life is lived phenomenologically. Living and experiences
neither take place in the subject (the respondent) or the object (everything outside
the respondent, including the Standards, schools, structure and other respondents).
Living and experiences take place in the intentional relationship between the
subjective and the objective.
Taken from a distance, the focus groups are a homogenous selection representing
secondary teachers from one education sector in one Australian jurisdiction. The
study reports the teachers’ experiences and views of progression through the
Standards. These views have been formed by individuals either on their own,
working with other teachers, working under a range of pressures and priorities,
working in specific school and system environments. The interviews were
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conducted while teachers considered their role in an uncertain world – working
with remote students, hybrid classrooms and unprecedented pressures reacting to
a pandemic. The study was a small one, in a specific sector and at a peculiar time.
While this may be perceived as a limitation to the outcomes it will support the
understanding of the factors surrounding teacher decisions when they consider
certification as a HALT under the Standards.
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CHAPTER FOUR: RESULTS
SECTION ONE
Introduction
These results trace the comments of the focus group participants. Responses are
drawn from each focus group session, but are not presented as separate
discussions. A thread presented in one focus group may be amplified by relevant
comments from the other group. The following results present participant views on
a range of topics, although the primary structure is to examine views on teachers’
view and use of the Standards and accelerator and drag factors for participants who
may consider certification as HALTs.
Based on the variation across Australia and between educational system, it is
important to note the peculiarities of this study. It provides a focus on teacher
attitudes at one moment, in one education sector, in one Australian jurisdiction.
Context of research
The following results emerged from the two focus group interviews conducted in
August 2020 in independent secondary schools in Canberra, ACT. The conduct of
interviews to ascertain particular views is not remarkable. However, two events at
this time are relevant to provide context for the comments of these teachers –
peculiarities that frame these comments that may not be replicated in other
studies. The first is the impact of COVID-19 – particularly with regard to schools in
the ACT. Teaching in many ACT schools switched to remote learning during April,
May and June in 2020. Teachers set up online classrooms and delivered their
lessons in an unfamiliar fashion, prior to the majority of students returning to
classes in mid-2020. The implications for teachers’ view of self and profession from
this pivot and return is beyond the scope of this study, but it does provide a context
point that these interviews were not conducted at a conventional time and against
a usual schooling routine. In an unrelated (but coincidental development) a new
industrial award was adopted at these schools in July 2020. This award introduced
specific payment steps for teachers who have secured HALT certification. For the
first time, teachers at both the focus schools were presented with specific value
steps for the work of their profession at certified HALT status. In this case, a step for
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HALT certified teachers in the award placed annual salary for HALT-certified
teachers at an additional step of $6852 per annum (effective 1 October 2020)
above the un-certified top step.
Taken singularly, these issues are each a curiosity – no doubt worthy only as a note
for background to the focus group interviews. Taken together, they may form a
peculiarity – a combination of factors that shaped the thinking and exerted
particular pressure on teachers at this time. For this study they are presented as
part of the background – as two significant events that provided part of a collage
for respondents to help frame their experiences, beliefs and attitudes.

SECTION TWO
Knowledge and Use of the Standards
Focus group participants were asked to consider the role of the Standards in their
day-to-day work as teachers. Their introductory responses during the focus group
provided a discussion of their knowledge of the Standards – if they felt they were
aware and able to provide an opinion on the implementation of the Standards.
They were asked to consider the way their teaching role and the performance of
their duties were affected by the application of the Standards. Participants also
reflected on the use of the Standards as they considered the trajectory of their
careers or their views of the Standards to provide a career progression pathway.
As a summary, participants felt the application of the Standards as an instrument to
map their work was inauthentic and not a familiar fit for the way they view their
roles. They recognised the value of a common set of descriptors for teachers to
reflect on their work and to provide a framework to foster growth and
development in the profession. Participants noted the variation that existed in their
circle of professional contacts between schools and teachers who make use of the
Standards and those who do not.
•

Not a natural choice

Participants were consistent in their view that the application of the Standards to
map or assess their careers was an inauthentic measure. No participant provided a
view that the use of the Standards, for their own purpose, felt an assured and
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familiar measure. In their most positive view, participants felt the Standards could
be a valuable aspect for discussion with other teachers, especially in a mentoring
program. Consistently, participants considered engaging with the Standards was an
action they had been required or expected to do so rather than a choice they would
elect to make.
Shaun said the existence and operation of the Standards sat a clear distance from
his daily work. “I wouldn’t say I use them authentically, to produce any teaching
materials or as part of my practice, but I’m aware that they are there.” Miguel was
equally clear on his use of the Standards, noting that “I’m aware of them, but I
would say my engagement has been forced. Every time when we have to write a
teacher reflection, those sorts of things, we need to refer to them. Often I’ll re-read
them then but I can honestly say that I’ve never looked them up for my own
progress as a teacher.” Ante provided a similar response on this issue: “We have to
do our individual plans at the start of each year and link to them then, but when I
am doing that, I am getting through as quickly as possible.”
The participants provided another time when the Standards may be used by
teachers, notably for writing job applications or preparing for formal career
documentation. Kobe noted the opportunity to use the Standards when preparing
professional learning sequences for staff at his school. “Also, in regard to staff going
for (Proficient) accreditation, I work closely with them to try and make sure that the
evidence base that they are collecting is relevant to the actual standard they’re
trying to hit and not just a general thing.”
•

The role of mentoring

Participants saw there was room for the Standards to be used to develop the
careers and skills of teachers. There was a view that the Standards provided a series
of definitions to mark progress in careers and could be used by mentors to provide
direction and clarity, although this was rarely done in the experiences of
participants.
Lydia outlined her mentor role with early career teachers who are required to
produce a portfolio to move from Graduate to Proficient strata. “I’m helping them
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get their portfolios and everything organised,” she said. “So, I would say I have got
a fairly good grounding with them now. But when they were first introduced, and
just to do my job, not very much.” Kobe expanded on the role of the teacher
mentor at their College. “There is a set program at the College and we can use the
Standards to provide information about where people are going with that and
where they are up to.” In this way, the specific terms in the Standards were
relevant as markers for individual staff and schools to plot the position and pathway
of careers, but much of their focus was on Proficient, not HALT certification.
•

To progress a career

Participants were positive in their views that the Standards were useful in the
development of a mechanism to reward expert teachers for their work – and
ensure they were able to remain teaching. Discussion covered a familiar view that
some teachers leave classroom teaching for administrative roles like co-ordinators
or principals – not as a preference for their career but specifically to secure a career
stage and associated benefits in recognition and reward. Participants believed
progression through the Standards could allow expert teachers to be recognised
and rewarded for remaining in the classroom – and doing so as (recognised) expert
teachers.
During the interview Ante had provided few positive comments about the
Standards, but he was clear about their potential to recognise expert teachers for
their teaching roles. “The one thing I like about the Standards is the opportunity to
keep excellent teachers in the classroom and reward them for that instead of
encouraging them to climb up the ladder. So, I really think that is valuable, and I
think it is great. I just don’t think this (the current process of application) is the best
way to do it.”. Aaron was unsupportive of his comments though, questioning the
ability of the Standards to identify and reward educators. “Essentially, it’s not a
leadership progression. There is nothing in it about being a better teacher to
develop skills. It’s more to consolidate the skills you may have and be recognised
for those skills.”
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•

The role of culture

Participants pointed to the nature of collective and individual autonomy as teachers
used the Standards in their working roles. Apart from a few regulatory elements
requiring engagement, teachers in the ACT are able to choose to use the Standards
beyond Proficient status based on their own volition. Participants raised the role of
culture at various schools as a significant factor for teachers to use the Standards –
helping to determine how, how often and when to engage with the Standards. The
collective view of the interviews was that schools helped determine the level of
engagement by teachers. If a school culture was to use the Standards to set goals,
define progress or discuss professional development, then teachers may find them
more relevant than if the school or peer culture was to disregard or discount the
Standards.
Participants discussed their experiences with school leaders who had set out to
increase teacher familiarity with the Standards. Aaron recalled how his leadership
team had worked to increase teachers’ familiarity with the strata. “When the
Standards were introduced a lot of staff were rather uncomfortable with it. There
were quite a few mentors (at the school) to help teachers go through the process.”
However, the level of commitment at schools was a significant variable that
affected the manner and the confidence of teachers to engage with the Standards.
Ava recalled her experiences at her first school where the school’s positive
intentions were not matched with delivery commitments. “We were assigned a
mentor who was meant to meet up with us on a regular basis and help us with our
observations. But then you get given co-curricular stuff and you can’t go to the
meetings. And then a whole heap of other times the meetings were cancelled. So,
you might get “oh, we will just get in contact more, meet up at different times.’ I
think it was a good intention of the school, but it wasn’t ingrained enough to have a
meaningful effect in the way it was intended.”
The commitment of school leadership to the use of the Standards is a recurring
element determining teachers’ knowledge and use of the instrument. Jake pointed
to the gap that existed between awareness and commitment as schools sought to
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establish frameworks. “Our leadership team would talk about the levels and the
way to go through those levels,” he said. “But I don’t think it is anything that is
embedded in our school-wide culture of improvement. I know as a school when we
have been gathered as a teaching staff group it hasn’t been integrated. It’s just
been ‘oh, by the way, there is this process. If you would like to do it, just let me
know’. So, it’s like ‘it’s (engaging with the Standards) is there if you want to do it.”
Neil echoed the idea with his experiences that a school could provide lukewarm
endorsement – setting the tone for teachers to follow. “For this school at the
moment, it feels like we are happy to support you if you want to do it but there’s no
real direction.” He envisaged a scenario where schools cooperated to help teachers
engage with the Standards based on their career stages and their relative areas of
interest and need. “You are interacting with other schools, you’re interacting with
other teachers, you’re interacting with other heads of department and other
people within your chosen field. So, you’re going to get a much broader and richer
experience which is going to develop you as a teacher within your own area of
knowledge and style. For me, that would be much more beneficial”.
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Relevance of The Standards
Focus group participants were expansive in their attitudes towards the existence
and professional use of the Standards. Some views met with consensus and
agreement from the focus group members, some views provided a hopeful
exploration of “what if?” and some views were contradictory. However, the general
direction of opinions from participants was clear.
•

Participants did not hold positive views about the delineation of strata in the
Standards, with consideration that the steps may be arbitrary and not
reflect the everyday work of teachers.

•

There was opposition to the use of the Standards as a marker for
performance pay for the industry, based in a major part on the distrust of
the steps outlined above to accurately define and identify expert teachers.

•

Accordingly, participants felt that the Standards could be used for career
development. However, there was general agreement they were not
generally being used (or were being used with an appropriate level of
integrity) for this purpose.

•

There was concern from participants that the Standards, both in structure
and application, were not relevant to the work of teachers and the activity
of the profession. Overall, there was a lack of conviction that the current
process for certification of HALT teachers was a reliably way to identify the
profession’s expert teachers. Expansions on each of these points is
presented in the following sections.
•

Clarity of the strata

There was widespread agreement amongst participants with a position that the
strata for the Standards were unclear and that current judgements to place
teachers at Highly Accomplished or Lead status was arbitrary and inconsistent.
Participants expressed their confusion and their lack of confidence that the
Standards, and the certification process for HALT, could reliably and consistently
identify expert teachers. Jake was met with agreement from others when he
pointed to the potential for inconsistent application of judgement when preparing
or during HALT application. “It feels to me that one person may want to do it, there
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is a channel for them to have a conversation about it. They might have a
conversation with (the) person in charge of staffing. . . and they will walk you
through the process. Then they will almost walk you through the process, whereas
that’s not what it should be (to be fair to all).” Miguel extended this idea, noting his
view that the weighting of each descriptor during the formal assessment was
inconsistent. “There are 37 standards, there are 37 different things to do … but
there are certain things that I might have done once in the past seven years of
teaching. The weighting of them and how they are read was extremely vague and
the way they were implemented as far as how they were assessed within your
school changed massively from school to school.”
Aaron expanded on his frustration that the Standards did not reliably capture
differences in teachers’ work throughout their career. “A lot of what we do
naturally in the Arts would fit into more than just proficient, that it’s more
accomplished, sometimes lead, based on what you are doing. But there are
problems when you try to quantify what level of the standards you are completing
in class. So, for example, if it is something about integrating technology into the
classroom and then you are teaching other teachers how to use technology, you
effectively are fulfilling it at a higher standard than proficient. But when it does get
marked off … it’s not being fulfilled. Following it is the thought that it should (just)
have been proficient because I am a proficient teacher because I haven’t gone
through the process of getting certified as HALT. I’m actually doing that process
without the certificate.”
There was a regular consensus in opinions – an overwhelming majority of
participants felt the descriptors of the Standards were unclear, could be applied
inconsistently and failed to recognise the work of teachers at a range of levels.
•

The Standards and performance pay

Focus group participants provided some of their most passionate responses when
they considered links between HALT certification and schedules for additional
payment. This aspect of the interviews provided the most passionate comments
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about the adoption of HALT strata for the profession. Participants expressed two
concerns:
•

They voiced an opposition toward performance pay. Monetary rewards
were seen as undeniably good for teacher-professionals, but participants
felt they should not be quarantined for a specific group of teachers who
were able to negotiate an application process to HALT status. The focus
group teachers noted they did not enter the profession for money, and
performance pay did not provide a valid spur to their professional activities.
Further, there was a concern new HALT pay scales could actually provide a
smokescreen for the introduction of performance pay systems across the
teaching sector.

•

Respondents were concerned that HALT certification is being used as a
mechanism to implement performance pay scales. As way of context, both
schools in the focus group have begun a new enterprise agreement that
provides specific pay steps for Highly Accomplished and Lead teachers. This
presents specific additional payment for teachers securing HALT
certification, of $6800 per annum above the top tier payment for classroom
teachers.

During the interviews teachers were consistent and direct in their view about using
HALT certification to provide additional pay for relevant teachers. They were
sceptical: “I’m fairly cynical on paying teachers more money for excellence”
(Aaron); they were frustrated: “The biggest part of the conversation is usually about
the structure of the payment for certification and how that system just seems
wrong” (Ante); and they were cynical about applying for HALT certification: “I would
only do it for financial reasons,” (Miguel) and “the only reason you would do it is for
financial gain.” (Jake). Participants provided their most heart-felt responses at this
point as they weighed the implications of HALT certification against their view of
the profession. Lydia was expansive on this point – that the issue of pay confused
certification at HALT status from the business of expert teaching. “After 10 years
you are not going to get any more basic pay increments for the rest of your life if
you want to stay in the classroom,” she said. “Actually though, certification is
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probably not about the teaching. It’s just about the opportunities, especially now
our pay is linked to it.”
Aaron amplified the unease that participants expressed when they consider the
links between HALT status and additional payment. He pointed to the nature of
teaching as a vocation and expressed his discomfort with an approach that can
apply monetary signals to professional activity. He expressed his concern that
certification upsets a traditional approach to teacher remuneration – that
performance pay is at odds with his view of equity for the profession. “The
discussion of money, getting paid more, has never really been an effective
argument for teachers considering where we start off. I don’t think many teachers
consider ‘I’m going to do nearly the same years of study as a lawyer or a solicitor
and be paid half as much when we begin’ (our career). It’s been a passion, it’s been
a love, and then to have the title with this extra money attached to it and how good
it is, it feels like it’s being pitched to the wrong people. To me, I think teachers
should be paid more if we’re fulfilling certain professional goals. What I’m saying is
the discussion of money attached to it (HALT certification) is not that important. It’s
nice, but I think overall, all teachers should be paid more.”
•

The Standards and career development

There was a general level of support for the Standards to provide teachers with a
mechanism to consider the trajectory of their career. The concept, that a set of
Standards could provide descriptors of what is valuable for Australian teachers and
in Australian teaching, was met with widespread approval from focus group
members. In this way the Standards were seen as a set of aspirational descriptors,
rather than a fixed and prescribed list of actions and activities for every teacher.
Teachers felt comfortable with the concept of teachers using the descriptors in the
Standards as a common point for reflection and development.
Jake said the existence of the strata at each level of the Standards provided
opportunities for teachers to consider the trajectory of their careers. “I don’t think
people are generally very reflective of their practice. I believe that at least having
something there provides an opportunity to be reflective against a set of common
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criteria. There is potential for the (HALT) application to be more than ‘look at all the
things I’ve done’. You actually need people to start thinking about what you can do
at the school, what have you done for the school that counts as leading. So, the
entire process should be about giving people the emphasis to think about new
things to lead in their school.”
Neil was dismissive of the Standards as currently lacking relevance to the
professional progress of individuals. “My engagement with the Standards has been
forced (for annual reflection for teacher registration in the ACT). It’s only for those
prescribed things that we refer to them. And I’ll often re-read them there, but I can
honestly say that I’ve never looked them up for my own progress as a teacher.”
Kobe was cognisant of negative views about the Standards based on a compulsory
engagement process but was positive about the potential for the descriptors to
guide career development. “People have mentioned that they feel they are sort of
forced into engaging and I completely accept that point of view. (But) I see some
value in just reflecting on (the descriptors) and trying to see where a person may be
at, so they are able to review their own progress.”
In much the same way (but with application to a department, campus or school)
there was support from participants for the Standards to provide guidance and
focus for the development and professional progress of a collective group of
teachers. In this way, the Standards could be used to provide agreed aspects for
individual and collective professional development – although participants noted
this factor may be subject to the individual appetite and focus of schools.
Jake provided an example where one group of teachers might use the Standards
regularly while other groups (even at the same school) did not. He said the decision
was often made within each department – about if and when to use the Standards,
and for what purpose they may be used. “In our leadership team, we would talk
about the levels and the way to go through those levels. But it’s not embedded in
our school-wide culture of improvement,” he said.
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•

Relevance (or not?)
i. The nature of teaching work

Participants remained unconvinced that the Standards provided a realistic and
comprehensive summary of their daily work as teachers. There was criticism for the
focus and balance provided in the Standards and there was no defence of the
Standards as providing a rigorous and accurate depiction of teaching. Collectively,
there was frustration that the Standards did not represent the day-to-day work of
teachers.
The comments from participants pointed to a belief that the Standards do not
provide a relevant reflection of how these teachers view their profession and their
practitioner-role: “I think the Standards are based more on the beliefs of
educational leaders rather than an evidence-informed practice” (Miguel); “It hasn’t
been integrated (to our classroom work)” (Jake); “Even though I will be leading
certain things within my current role, it doesn’t fit the. . . indicators that are written
“ (Ante).
There were further comments dismissing the ability of the Standards to accurately
capture the work of teachers: “I don’t think you can be everything. I don’t think you
can mentally carry 37 standards all at once” (Miguel). Further, there was frustration
that the descriptors in the Standards attempted to capture the complexity of the
work of educators. Neil was exasperated as he asked: “Why do we need to do this?
Why is it important for teachers to be involved in this? How is it going to be of
benefit to our teaching?”
The sense of “otherness” in the design and implementation of the Standards was
consistent, and no teacher argued a contrary view during discussions that might
suggest an affinity with the concept. Shaun outlined his discussions with fellow
teachers and expressed his discontent that the framework of descriptors in the
Standards did not reflect his work and did not represent how he and other teachers
saw themselves as professional practitioners.
“There’s certainly a disconnect between the people who write these Standards and
the people who have to put them into practice. But I don’t believe that following
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the Standards will make somebody a better teacher. I think you can follow all the
Standards and still be a pretty hopeless teacher. And likewise, I think you can ignore
a lot of the Standards and be a great teacher. So, I don’t think they accurately
reflect the important parts of our job.”
ii. The role of individual settings
Focus group members noted views about the inconsistency of a set of Standards
designed to encompass all aspects of teaching in a range of environments across
Australia. Socio-economic settings, school priorities, stakeholder pressures and
professional factors could provide variations in the culture for each school, even for
each sub-school, and respondents felt it was unrealistic to expect a set of
descriptors in the Standards to represent the work of every teacher in every setting.
Respondents provided a collective view that the use of the Standards was a choice
for each school. Each school could choose how to use the Standards (or not); and
that variability provided scope for inconsistency in application between schools,
systems and state. Respondents noted: “the application is uneven. In other
jurisdictions, whether it’s public or independent or Catholic, there’s a variation in
that as well’ (Shaun), “We all know that teaching in the north shore of Sydney is not
going to be the same as any other schools you are going to go to” (Ante), and “the
way (the Standards) were implemented, as far as how far they were assessed within
your school, changes massively from school to school” (Miguel).
The scope for site-by-site uptake of the Standards – both in emphasis and intent –
provided concerns for the respondents that relevance would vary according to
school priority. Neil reflected on his experiences engaging with the Standards. “My
impression would be that within our school it (the use of the Standards) is more an
individual pursuit rather than something directed from higher above,” he said. “As a
member of the teaching and learning committee, and with the heads of
department, we haven’t discussed it or been instructed by our line managers to
discuss it within our departments as well.” In his view, the use of the Standards (in
whatever form) was an individual and school-site choice and would vary by site and
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focus, rather than being a reliable approach to meet the pedagogy of all teachers in
all settings.
•

The Highly Accomplished and Lead Teacher certification process

Focus group participants expressed their lack of conviction in the rigour of the
process surrounding application and certification as HALT. In a recurring motif,
there was little conviction that the current system was able to reliably identify
expert teachers – and may in fact discourage or preclude suitable teachers from
seeking and achieving certification as HALT. Taken together, there was a belief that
the process recognised those teachers who were able to engage effectively with the
process – rather than recognising expert teachers. This is not to pro-offer a belief
that certified teachers are not expert teachers, but rather that many expert
teachers are not certified as HALT status. Respondents were dismissive of the
current process: “it’s just going through the Standards” (Ava); it’s just ticking boxes
… and ticking boxes to me can be a bit futile” (Neil); “it’s just a tick box, or it’s an
episode to do something so you can get a pat on the back” (Jake); (it’s) going
through an administrative process and paying fees and just ticking boxes” (Aaron).
Neil said the process was unable to recognise the impact that an expert teacher
may have with a class or a community. “There is nothing that I have seen that is
going to be able to do that for me (progress me as a teacher) other than just a lot of
documentation and ticking boxes – that sort of thing. That’s not teaching; that’s an
administrative role.” He was supportive of the concept of an expert teacher strata
but was dismissive of the current process to recognise those teachers. “There has
to be some benefit to the process of HALT – the development of a specific skill or
the study of a specific area of drama or media for me in order to see some benefits
so I can bring it back to the class. It (the process to recognise expert teacher) should
progress me as a teacher.”

Accelerator Factors When Considering HALT Certification
Respondents were asked to consider what elements of the HALT sphere would
encourage them to consider preparing an application for certification. They were
asked to respond about the processes, structures, rewards and cultural elements
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that may develop a positive inclination for them to move towards HALT status.
Their responses to identify positive factors included:
•

pay mechanisms

•

having a mentor program during the application process

•

clearer signals of respect for HALTs from the teaching profession

•

defined time in the working week to prepare an application, and

•

using HALT status as a formalised part of career progress.

It is important to recognise that the responses in the focus group are the beliefs of
the participants – they represent their understanding of the facts and attitudes
surrounding HALTs in the ACT and beyond. The following responses were provided
by the focus group respondents:
•

Accessing a pay benefit

There was an agreement among focus group participants that a formalised pay
signal would encourage consideration of preparing a HALT application. While there
were several voices of dissent about establishing a performance pay structure for
the profession (noted above), there was a generalised agreement that the
establishment of pay strata would encourage participants to consider HALT
certification. No respondent voiced a dollar figure or a percentage to quantify the
measure, with the emphasis on providing a recognised and quantifiable pay benefit.
Neil was explicit as he considered the effort to prepare an application for
consideration and the reward for doing so. He said “you have to come up with
some kind of justification and balance, however skewed your work/home/life
balance might be. And so, the only reason (I would pursue certification) would be
the additional money.” Shaun echoed his remarks, noting “I would only do it for
financial reasons – if there is an extra (pay level) for teachers who go up to a highly
accomplished level.” Miguel was similarly direct about pay signals: “We now have
an extra pay scale on top and that is to recognise the progress to highly
accomplished teacher.”
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•

Access to mentors

There was agreement from respondents that the provision of a mentor would be
valuable for teachers as they considered and prepared an application for HALT
certification. The preferred method was to have a guide or advisor within the
school, both to steward the preparation of an application and to provide a public
marker of the school’s engagement with, and commitment to, the development of
HALT-certified teachers in the ACT. A mentor culture within a school would amplify
the recognition of HALT certification by the profession – respondents felt a
collective effort would encourage them to positively consider developing a portfolio
for HALT certification.
Respondents drew on their experiences with “togetherness” as a positive factor for
potential applicants. They drew on the positive elements of teaming to make a
prediction that a mentor and/or a team approach would make the application more
attractive. Shaun drew on his experiences with peers to develop curriculum
packages as a positive. “We have been able to do things together in the past. For
me, any discussion with peers, that is like the way I would want to do things (if I
were to) go through the highly accomplished process. For Miguel, the team
approach was a signifier of school’s support for the individual and their pursuit of a
HALT certification. “Schools can always decide what sort of school they want to be –
whether they want to be the sort of school taking people from one point to
another. I think if we want to move the profession, we need to have a professional
approach,” he said.
Lydia recounted her experiences working with early-career teachers as they
prepare portfolios for progress from Graduate to Proficient. She pointed to the
collective nature of these processes as a desirable factor for teachers considering
HALT certification. This would mean a collective effort to plan together, to work
together and to build portfolios together. “I’ve made it clear to all the people that I
am working with that I am not going to be able to help with their portfolio if I don’t
know who they are as a teacher, and they’ve all been happy for me to come into
their classes. It’s not a judgement thing, it’s just like that’s part of what putting this
thing together is – to understand what you are like in the classroom.” She said such
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a culture of trust and collective effort would be beneficial for other teachers
considering the preparation of applications.
•

Recognition by the profession

Respondents considered how they may be more encouraged to consider applying
for HALT certification if there was greater clarity and consistency regarding the
value of such a development. Respondents felt they would be more likely to
consider and sustain an application if there was widespread and lasting agreement
amongst the profession about the value of HALT teachers. There was consideration
that this may have to come from the structural agencies as part of an industry-wide
acknowledgement of the value of HALT status. “TQI would have to clearly articulate
whether this is a benefit.” (Jake). At the moment, certifying authority/authorities in
each jurisdiction where certification is offered are responsible for implementing
and managing the national certification process in that jurisdiction (AITSL, 2017)
with scope for variation between states/territories.
Other teachers noted they would be more interested in considering an application
for HALT if there was clear support and encouragement from their school. They felt
that a culture with consistent positive valuing of HALT status at school would be
encourage them to consider the application process. Respondents said favourable
factors at a school need not be specific but needed to be explicit. “If there is benefit
(in holding HALT certification) to be involved in strategic planning for a school”
(Jake); and “it (accreditation would have to deliver some sort of specific skill or area
of study (to benefit my school)” (Neil). These opinions were not about
remuneration for certification, but in the role of cultures, structures and
conversations at schools to value the role of HALTs. This may mean time at school
to prepare, access to a mentor or critical friend as they prepared their application
or explicit support from school management for applicant teachers.
In the past three years Ava has completed her portfolio to be considered for
transition from Graduate to Proficient teacher. Like the HALT certification process,
this requires a nominee to demonstrate proficiency against a range of standards
(see Appendix One). She noted that an application for HALT status was a “few extra
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years” off for her, but she said she would consider such a move more favourably if
the teaching sector had more visible levels of support for the strata. “I do want to
move on to HALT in my teaching . . . you don’t do it for the money but for
satisfaction of career progression”. For her, there was opportunity to engage more
closely if certification was widely recognised as a positive in the careers of teachers.
•

Allocation of time to complete an application

Survey respondents were not prescriptive about exact nature of support from a
school or a jurisdiction that may encourage them to consider preparing for HALT
certification. The study indicated teachers wanted to see and feel support from
workplaces and across the profession, and that the exact nature of support may
vary from school to school and within and across states. As a first step, respondents
considered allocation of time within a school term to prepare an application would
be seen as a support factor for those considering certification. (This stands as a
corollary to teachers’ perception of the time required to apply as a drag factor –
presented as a Drag Factor below.
Responses on this aspect of certification were consistent. There was no dissent to a
contention that teachers would be more likely to consider an application if there
was time provided for them as support to do so. The concept was direct as
respondents felt “teachers just don’t have time to do it because they are preparing
for class” (Lydia). For the focus groups, the response was obvious: if schools and
systems wanted teachers to apply for HALT, teachers needed time to prepare for
both lessons and for an application. “If schools could re-allocate time and give that
person half a line release for the whole year or a full-line release for a semester,
that would be encouraging” (Jake). Further, the study outlined a circular concept
for such a system with a school supporting a teacher to secure HALT certification,
and then that teacher being able to deliver benefits to support for others. Neil
described an approach to grow skills and transform culture at school: “If there was
money for release to give you time (to apply), there is a philanthropic view to giving
that person time off because they become a true mentor to the school (after
certification).”
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Teachers were consistently altruistic on this point as they saw the potential for
HALT status to become a positive transformer for school culture. This is in line with
the descriptors for HALTs, where mentoring and networking are regularly
nominated as action factors for teachers. However, the view from most focus group
participants was to recognise the potential of teachers to make changes and grow
culture, rather than relying on a retrospective view from the current portfolio
assessment. Aaron is an experienced teacher with a strong interest in equity and
growth for the profession. He sketched an approach that would secure HALT
certification while delivering benefits for the individual, the school and the
profession. “Essentially there would have to be an allocation of time to do it within
school hours, not on top of school hours, but within school hours. Possibly this
means the school has to get funding for release. I don’t want to leave my school
disadvantaged for me doing this, but to add more time outside of school hours is
not healthy. So, allowing time within school hours would be something that would
encourage me to do it… and there is the opportunity to keep developing skills for a
whole school.” In this view, the time allocated for a teacher is repaid at a school as
that teacher can deliver benefits for others after certification.
•

Developing a career

Respondents were able to identify three areas of the profession where the
application of the HALT progression was an attractive option. Moving through the
Standards may allow a teacher to demonstrate their growing skillset – with an
external confirmation of craft mastery and the development of influence. There
was little dissent on this matter – respondents agreed on the value of HALT
certification to develop a career (and therefore see the application process as a
positive element. Lydia was considering preparing an application package for HALT
certification early in 2020 (although the disruptions surrounding COVID-19 stymied
her plans). “If you are going for some kind of big promotion, or any promotion,
(certification) might be a good thing to have as you progress in your career. For me,
I did my teaching degree 28 years ago and I don’t have anything else. So, if I walked
into an application and was able to say, ‘I have done highly accomplished’, it shows
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your development.” In this way, teachers would be positively inclined the
certification process as a marker of career progress.
Another positive aspect of certification was the ability of teachers to pursue an
aspect of development in their work and then be recognised for specific skills.
Discussion raised the value of HALT certification to acknowledge areas of study or
development – that teachers were developing their skills and could be recognised
for doing so. Neil said he would be positively inclined towards an application
process if there was recognition of formal training programs. “To see the
development of a specific skill or a study in a particular area … it would be valuable,
(and allow me) to see some benefits and bring those skills back to the classroom.
There has to be some benefit in the process for me that I can bring back to the
classroom every day.”
There was no opposition to the concept that the Standards did quantify desirable
aspects of a professional teaching career. Lydia has worked as a mentor for earlycareer teachers. She said the profession benefitted from having the Standards to
quantify the actions and expertise of expert teachers. “I do think they certainly
serve a purpose (to guide professional development), and I wouldn’t want to throw
the baby out with the bathwater by saying they had no purpose. There is value in
watching new teachers and saying to them ‘these are the things you need to be
able to do.’ I think that by saying ‘these are all the things that we are expecting
from our teachers as professionals’ – I think (the process) has its merits.”
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Drag Factors When Considering HALT Certification
This section provides a summary of focus group participants’ views on the
application process to be considered for HALT certification in the ACT. There was
general agreement (and little dissent) between participants that the current fee
structure for application was unfair; that an application would require a significant
investment in time; applications could be inauthentic and not represent what
participants viewed as important for teachers; that the assessment process could
be inconsistent and that participants would feel isolated and distanced from their
peers during the process. It is important to again note these responses are the
beliefs of the participants – this is what they believe are the facts and processes
that apply during consideration of HALT certification. The following responses were
provided by the focus groups participants:
•

A fee for application

Participants were consistent in their opposition to, and distaste for, the application
fees surrounding the certification process in the ACT. As of September 2020,
applicants are required to pay $1300 to steward an application through a
preliminary and three modules of assessment for certification as HALT in the ACT
(ACT TQI, 2020). In the view of participants, the impost of a fee was a significant
negative factor for those considering an application for HALT certification. There
was no consensus from the respondents about an appropriate level for a fee for
application, nor was there any agreement about what an appropriate fee regime
might be. No respondent voiced a view that the existing fee regime was
appropriate or even a neutral factor when considering application.
Respondents’ opposition to a fee structure took two forms – an outright objection
to paying any fee and the fact the tranches of fees are not refundable should an
application fail. There was a regular agreement on this aspect like few other issues
discussed by the focus groups: the existence and the nature of the fee were
identified as significant drag factors.
i.

The existence of a fee. Participants were critical that the
application process for HALT teachers in the ACT required a fee
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for consideration. In the view of respondents, the concept of
paying a fee to participate in an external assessment of their
career was an inequitable and unfair proposition. For one
teacher, the concept was simply untenable: “There are a
thousand other things I could be doing rather than going through
an administrative process and paying fees” (Ava). For Aaron, the
idea that a teacher had to pay for an external review of their
teaching practice was at odds with the concept of professional
development: “If someone tries to better themselves, it should
just be supported, whether it fails or succeeds. I don’t see why
we need to have a financial thing attached to that”. This view
suggests a utilitarian approach to HALT certification from the
participants – that there is a greater good for the profession
when teachers achieve certification. In that way, the cost could
be borne by the educational sector, not the individual.
ii.

A non-refundable fee. In the ACT, a fee is payable at a
preliminary stage and again for each of three modules. Each
stage is a pre-requisite for the next – applicants must succeed at
each stage to begin the next (See Appendix Three for a
presentation of the process in the ACT). In summary, failure at
one stage means the applicant’s journey is at an end, and there is
no refund of fees paid for previous stages. For the focus group
respondents, this step-by-step system with a series of (nonrefundable) fees was a drag factor – that the risk of failing and
forfeiting all fees was a consistent concern. The collective view
was strident: “It’s ridiculous to be outlaying a fee that is not
going to come back. You are already feeling uncomfortable about
things being judged in that way, and then they’re also just taking
your money” (Ava). This view was echoed in another comment as
one teacher opined their opposition to the process: “As soon as
you tell me I’ve got to pay for it, and I’ve got to put in the extra
time and I might get nothing for it and nothing back, (I am not
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interested)” (Ante). The risks associated with funding an
application from their own pocket, for an uncertain outcome,
was a clear drag for teachers when considering the HALT
certification process.
Both elements, of a fee and a non-refundable application model, were summarised
by Aaron. “You pay a fee, and then you go through the process, and if you fail the
process, you don’t get the money back. Putting out money with the risk of it not
coming back … doesn’t invite teachers to become better teachers.” He linked the
application process to a wider view of teacher development – noting a disconnect
between the two and referencing the risk and pressure that is carried by the
individual. “We need to support teachers. We need to champion teachers. We need
to celebrate teachers. If we’ve got a system that is set up as an administrative
system, I’s the opposite. You can’t get better unless you reflect on what you’ve
done and see what you failed at so you can grow.”
•

The impost of time

Interview participants provided repeated concerns about the time and energy
required to apply for consideration for HALT certification. There was a regular
agreement from all participants that the application process required a significant
investment in time and resources to produce and collate an application that would
begin the formal assessment process. While no participant offered a consideration
of what the time investment might actually be (as a specific hour or day
commitment), there was general agreement that the application process was
onerous, lengthy and painstaking. Specifically, concerns were based upon the time
to create a portfolio for presentation to the certifying authority; the exhausting
nature of the work expected to produce a portfolio; and the opportunity cost of
spending time developing an application rather than other activities. Respondents
were consistent on this point (and there were no differing voices) with a view that
the time required to prepare an application was a drag factor when considering an
application.
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i.

Application workload. Participants regularly voiced their views
about the possibility that an application would place undesirable
demands on their time. In their collective view an application was
a large and onerous task requiring a significant time investment –
an investment that study participants were not willing to make.
“I cannot see any benefit to me as a person, as an individual, as a
teacher in doing this. So, I'm time poor as it is. I just don't see any
benefit from this particular model. (Neil) “For me, it's definitely
time, and then probably followed closely by shifting the
standpoint to a more positive standpoint instead of a negative
standpoint that administration work generally carries” (Aaron) …
… “I’ve got better things to do with my time” (Ava).
There was a general consensus that an application, prepared to a
standard suitable for consideration for certification (as perceived
by the respondents), would require an investment of time and
energy beyond the appetite or interest of the participants. There
was a consideration that such a process could be completed, but
there was a question about the allocation of resources to do so,
and the opportunity cost to their teaching of completing the task
satisfactorily. Ava was direct: “If I put this time into my teaching, I
would be a better teacher then, instead of justifying what I've
done in the past. (I could be) improving my practice for the
future”. Simply, there was a transactional element in the
allocation of time- what could teachers remove from their
schedule to complete an application. Lydia voiced her
uncertainty about the cost: benefit of the application process: “I
think the main discouragement for me is the time I would have to
put into it and the fact it would only last for a certain amount of
time.” In doing so, she provided a summary of participants’
concerns on this aspect of developing a portfolio for
consideration for certification.
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ii.

An exhausting process. Further from the specific investment in
time, participants considered what such a time demand would
mean for their life and activity in their world. (Interestingly, these
views were voiced at a time of uncertainty surrounding COVID19. Schools in the ACT shifted to remote learning in April-Jun
2020, requiring teachers to invest significantly to establish and
run online learning environments). Developing an application
was seen as overwhelming, irrelevant and potentially, in Shaun’s
words, “an investment of time without the benefits from actually
doing it”.

iii.

Work/life balance. Teachers considering the development of an
application package were tentative about what such an
investment in time would mean for other aspects of their lives.
Citing the competing demands on time, Lydia worried “the
amount of time I’d have to spend on it now – rather than spend
more time on it when my kids are older”. Another worried an
application could mean “work/life balance was all thrown out”
(Neil); with another pointing to the pressures that already exist:
“my work/life/home balance is poor enough. There’s a massive
imbalance with that anyway” (Shaun).

Interview participants were clear in their concerns that preparing an application for
HALT certification would require a significant investment in time and felt
committing to such a process was not a priority under current settings.
•

An inauthentic process

Participants were unconvinced that an application for consideration, both in
structure and content, would be able to accurately representation the detail and
scope of their work as teachers. The respondents suggested that, in their
perception, the process was inauthentic and a synthetic presentation of their
accomplishment as teachers. The concerns covered both the nature of the
Standards and the portfolio required by teachers applying for certification in the
ACT.
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i.

The nature of the application portfolio. Participants were lessthan-convinced that the Standards provided an accurate and/or
realistic representation of the work of applicant teachers in ACT
classrooms. Respondents wondered “although I do believe the
Standards reflect what is a good education (practice) . . . but the
paperwork could be a lie” (Tan); and “I could have not actually
done any of it (of the material contained in a portfolio) – I could
have made it all up or I could have handed in someone else’s
work” (Shaun). There was a concern amongst respondents that
material in an application may not accurately represent the work
of individual teachers – either through creative presentation or
downright deception in the preparation and presentation of
evidence. The concern surrounded the truth-in-evidence of the
portfolio for application – if the certification process could
actually validate the claims made by applicants.

ii.

The lifespan of certification. There was a surprise (and some
misunderstanding) among respondents that certification at HALT
status did not endure for the career of the recipient. In the ACT,
certification is valid for five years, with potential to recognise
time away from teaching to extend the lifetime of certification.
For one teacher, a belief that certification expired after three
years was “the biggest sticking point … I don’t think I’m going to
be less accomplished after three years so that seems ridiculous
to me” (Lydia). Miguel held a common belief and was critical of
the expiration of certification, sarcastically noting “it gets given
to you for a magnificent three-year period”.

iii.

The nature of teachers’ work. Participants were also unconvinced
that contents of a portfolio for consideration provided a realistic
representation of teachers’ work. Simply – do the Standards
represent the aspects of teaching that the participants value?
Miguel was direct: “I don’t believe in the Standards – I haven’t
found that they actually reflect what is a good educator.” This
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provides the suggestion that teachers unsure that the Standards
accurately represent their craft may be reluctant to engage with
a process to adjudicate their work against such criteria.
iv.

The nature of the process. Given respondents’ concerns about
the investment of time and resources to apply for certification
(above, 4b) there was an extension to these apprehensions to
considering the value of the application process. Respondents
considered what outcomes could flow from the process other
than securing certification. There was little consideration that
ancillary benefits could be quantified – that the process to apply
for certification could bring its own rewards. One respondent
questioned “does putting the paperwork together make me a
better teacher?” (Shaun). Miguel went further: “if I had gone
through a process like this, I would be very hard-pressed to
understand the benefit that would come to my role, and what I
am doing that may spread to others”. This concern covered the
nature of the application and any potential benefit beyond the
machinery of the application process.

Interview participants shared concerns that preparing an application for HALT
certification would not authentically represent or benefit their work as teachers.
They worried that the application portfolio could be inauthentic and provide little
clear benefit to their day-to-day work as teachers.
•

The judgement of a career

Participants extended this discussion of relevance (or lack of) to a further
consideration about the nature of evaluation that is central to consider an
application for HALT certification. Participants felt less-than-assured that the
process was a realistic or even ethically-valid way to assess the nature of an
individual teacher’s work. They were critical that a teacher’s work career could be
judged by a stranger (albeit a trained assessor) without reference to setting,
circumstances or skills and interest of the applicant. There was genuine concern
among the respondents that their daily work and their career to date could be
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measured and judged – with the fear that such a process would be stressful and
may not represent the real work of that applicant. These comments from teachers:
“You could be having a bad day when you are being observed, or you are
being questioned and you already feel uncomfortable about things being
judged in that way.” (Ava)
“The sense of evaluation too, that sense of judgement is like that sense of
just talking about proving yourself.” (Ante)
“I could have interpreted (a descriptor) completely differently to my
assessor but it was that one person and how they looked at it and how it
was written.” (Shaun)
indicate the anxiety and concern expressed by teachers that their work would be
subject to public evaluation. There was also a concern that the descriptors for the
Standards could not effectively represent the trajectory of every teacher’s career.
By attempting to do, respondents felt there were value-laden judgements in the
descriptors for assessment, and that certain roles were not recognised adequately,
notably beyond-the-classroom activities like pastoral care for students or
technology support within schools. (The HALT descriptors are provided at Appendix
One, with a regular reference to the classroom craft and pedagogy of a teacher, and
with a smaller emphasis on pastoral support for students or technical support
within school.) One teacher was almost despondent that his body of work would
not fit the descriptors, despite its value to the school. “I was introducing new ways
of doing things for my colleagues, but it doesn’t count for anything except my
personal satisfaction and the satisfaction of my colleagues.” (Ante)
Jake said he considered the application process against the development of
teachers in his department at an ACT College. He was blunt in his assessment of the
ability of the HALT certification process to accurately represent the outcomes from
a career. “You will be judged on your ability to put together a portfolio and then be
judged for a couple of lessons by people who are not known to you from different
schools.” For him, the process was inauthentic and removed from his value-set of
what defines expert teachers.
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•

A search for support

Respondents looked beyond their own engagement with the Standards to consider
what form external support might take when applying for HALT certification.
Teachers voiced their own hesitancy in developing a portfolio for consideration (for
the reasons above) and noted the possible role of an outside agent to support. This
may be in the development of a portfolio, in preparation for lesson inspection or in
general backgrounding on a range of issues. From a starting point where Jake
worried that developing an application would be an isolating activity: “my
impression would be that within our school, it would be more an individual pursuit
rather than being directed from above”. Shaun said he would welcome a channel
for a person to have a conversation about it (the application process). “They they’ll
almost walk with you through the process – whereas that’s not at where it should
be.”
Tan, who has been teaching for more than 20 years, considered what support
measures might look like and how it could help teachers plan and develop a
portfolio for consideration for HALT certification. He presented a scenario where
the process to achieve certification as HALT would exist as a formal step in part of a
career progression framework. Referring to peers in country NSW, he described
how “professional development is fast-tracked, it’s more streamlined” as there was
structural support for teachers to consider HALT certification.
Taken together, these opinions presented teachers’ concerns that they were
isolated and unsure about the application process. The existence of formalised
support may provide incentive to move through the process. (Specifically, this was
not support in the form of monetary reward, but systems and procedures to assist
and encourage teachers as they address the application process.) Teachers felt
these frameworks existed in a range of settings and may be valuable for their
circumstances. A discussion of such frameworks is revisited in the following
chapter.
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CHAPTER FIVE: DISCUSSION
Background
To address a gap in the existing literature, and to generate new understandings of
this situation, this study sought to determine how one group of teachers viewed
HALT certification under the Australian Professional Standards for Teachers. This
study investigated teacher identification of the accelerator and drag factors for
teachers considering HALT certification. This may predicate a view about the factors
teachers believe are required to encourage more educators to seek certification.
The research considered what factors were seen by respondents as encouraging
their progression to HALT status, and what factors would drag teachers’
consideration of applying for HALT certification. Data were collected through two
focus group interviews and analysed using a phenomenological lens. Such an
approach allowed for separation of subject and object, but studied the lived
experiences of teachers – what it is for the participants as they find themselves in
relation to (an) other (Vagle, 2018) In this regard, there is not a single focus on the
participants and how they build their views based on experiences, nor is it solely on
structures and environment that shapes their perceptions, but on the intersection,
the relationship of the two factors. The methodology of the study was detailed in
Chapter Three, and results were presented in Chapter Four. In Chapter Five, these
findings form the basis of the following discussion.
This study investigated the factors at play when teachers may consider certification
as HALTs. The growth in HALT numbers over the past three years has been, at most,
100 teachers each year from a workforce of 300,000 (See Table One and Table 2).
Certification systems remain a patchwork – existing in some (but not all)
jurisdictions, systems and/or communities. Some enterprise agreements specifically
reward teachers for achieving HALT certification – and some do not. Some schools
and communities have created roles and responsibilities for HALTs – and some have
not. If the goal remains “a HALT in every school” as described by AITSL chair
Professor John Hattie (2018) then there is a gap of about 8800 teachers on current
teaching numbers (ABS, 2020). At current rates, and assuming no new schools are
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built in Australia for the remainder of the millennium, filling that gap would take
about 900 years.

Outcomes
Focus group respondents were generally confident about the structure and the
stated purpose of the Standards. However, there was little confidence regarding
the ability of the Standards to provide direction and development for teachers as
they progress in their careers. While participants were confident about their
knowledge of the content and intent of the Standards, there was a hesitancy about
the relevance of the system to their daily work of teaching. Comments from study
group reflect an ambivalence (at best) about the ability of the Standards to develop
skills and approaches for teachers.
Bourke & Carter (2016) have noted the gulf between the intent of the Standards in
Australian teaching – either as a regulatory mechanism or as a tool to develop
teachers’ careers. Their research point to an informal covenant, indeed an
“unprecedented level of agreement about the need (for). . . a standards-based
system” (Ingvarson, 2010, p. 59). However, following the implementation of the
Standards in Australia in 2011, this spirit of hope and agreement did not persist.
Within five years, there was a sense that the Standards did not provide a vehicle to
secure and develop teacher quality. Research in 2016 presents concerns that the
Standards have created a focus on evidence “of no particular contextual relevance .
. . evidence for no one” (Talbot, 2016, p. 88)
Measures that seek to provide reliable, repeatable and visible implementation of
the Standards may address this view. This means providing connections from the
statements of the Standards to the everyday work of teachers. Such measures have
the potential to create a view that the Standards are a valuable, consistent and
integral part of the Australian teaching profession.
This emphasis is echoed in several recommendations already made for various
Australian educational sectors:
•

In the Gonski 2.0 report from March 2018 (formally known as Report of the
Review to Achieve Educational Excellence in Australian Schools):
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Certification at the Highly Accomplished and Lead levels of the Australian
Professional Standards for Teachers recognise and promotes the development
of collaborative learning professionals who strive to continually reflect upon
and improve their practice and that of their colleagues. Such acknowledgement
can play a key role in keeping excellent teachers working with students and
helping to improve colleagues’ pedagogical practices. (Gonski et al., 2018, p 17)
•

AITSL Chairman John Hattie was unequivocal in 2016, nominating five goals
for Australia’s education system as he called for a reboot of the entire sector
in the Jack Keating Memorial lecture:
There should be a HALT in every school, we should consider HALTS as
a career pathway with top salaries to remain in the classroom, we
should consider a similar process for principals – but all the time
ensuring that those who are not HALTS are valued, professionally
developed, and invited to learn to become a HALT. The dependable
recognition of, and then striving towards expertise is the hallmark of
a profession. (Hattie, 2016, p 11).

These moves all recognise the Standards and the existence of HALTs, providing
recognition, goals and confirmation of the value of the strata. Similar statements of
intention exist in various states, territories and sectors who are explicit about a goal
of having a HALT in every school. Such measures are an important statement of
intention to confirm and value industry-wide recognition of progressions to HALTs
under the Standards – directly addressing the views of study participants regarding
the lack of industry recognition of the value of HALTs. But, based on the findings of
this study, teachers are not confident that the teaching sector is able to reliably,
consistently and effectively recognise the contributions of teachers holding HALT
certification.
Focus group participants pointed to an absence of consistent messaging about the
value of certification as HALT at their schools. Collectively, they felt there was little
support at their school for a teacher who may be considering progression through
the Standards to HALT status. While they reported no outright criticisms of HALT
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certification, they felt support and interest at their school was tacit at best, with an
apathy that left the individual to wonder, “why should I bother?”. Participants were
concerned peers and leadership at their school would carry an ambivalent attitude
– leaving the candidate to carry the vast majority of the initiative to advance an
application. Participants were direct about their concerns that an application for
certification might not be supported at their school- raising concerns about support
for the process and judgements of their professional performances.
An example of systemic support for the certification of accomplished teachers
exists in Scotland. After several attempts using portfolios and customised study
programs, Scotland now provides staged career pathways for teachers, based on
evidence of attaining higher standards of professional knowledge and performance.
Ingvarson (2009) notes the value of a system which consolidates support for
teachers as they consider and progress through certification.
One of the most remarkable features of the Scottish Chartered Teacher
Scheme is how government, unions and employers came to reach an
agreement to reform the career structure and the pay system based, in
effect, on evidence of higher standards of performance, or, in the language
of industrial bargaining, increased ‘productivity’—something that many
countries and school systems have been trying to do for many years,
without success. (p. 454)
Measures to develop cultures which provide systemic support for teachers
considering HALT certification may address this belief. Providing specific and
targeted actions to engage individual school communities about HALT certification
may build attitudes that support teachers to consider and pursue HALT
certification. At a granular level – indeed at the school-based strata – there is scope
to build cultures to support HALT certification and encourage teachers to progress
to HALT status. Such programs are evidenced already in the ACT – albeit at very
early stages:
•

TQI ACT (the regulatory body for teachers in the ACT) has a specific goal to
encourage teachers to consider and pursue HALT certification. “TQI’s
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strategic focus continues to be to support applicants and assessors and to
advocate across the three sectors, public, Catholic and Independent, for
HALT expertise to be leveraged for school improvement in schools and
sectors” (TQI, 2018). TQI’s specific actions to promote certification, and to
support teachers considering an application, include information sessions,
mentoring, providing exemplar applications for applicants and developing
the skill-set of all assessors.
TQI ACT has provided direct communication and support for every school leader in
the ACT, specifically to support principals “support aspiring HALTs” in each school.
The communications effort described the stages for progress to HALT; encouraged
principals to support teachers considering HALT certification; and outlined practical
measures and training modules available for school leaders. (TQI, 2020). TQI ACT’s
intention in this regard is to make HALT progression an endeavour for a school,
rather than just for an individual. By addressing school leaders (and not solely
teachers considering HALT status) there is the potential to “on-board” communities
to the progression process and to develop a view amongst leadership about the
value of HALTs at individual schools – making a HALT an asset for the school
community and not merely an individual’s career award.
During the focus group interviews, teachers were unable to point to the work of
HALTs in schools or explain how a certified teacher may transform activity in a
classroom, department or staffroom. There was an awareness of what HALTs were,
but little discussion about what HALTs do. Participants were not critical of the
existence or actions of HALTs, but they were unable to provide a clear example of
what activities could be reliably aligned with certified teachers.
An international model of expert teachers taking visible action is presented with the
Professional Standards 2021 approach used in Scotland. The General Teaching
Council for Scotland provides an emphasis that teachers do not simply achieve
chartered status, but they do something with it. The Professional Commitment
domain of the Standards directs teachers “engage with all aspects of professional
practice and working collegiately with all members of our educational communities
with enthusiasm, adaptability and constructive criticality” (GTCS, 2021).
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Providing regular, identifiable and reliable demonstrations of the work of HALTs in
Australian school communities may deliver an awareness about the value of
achieving certification. There are already several approaches that have the
potential to demonstrate the ability of certified teachers to work together to
provide improved teaching and learning outcomes for Australian schools.
•

Since 2016 AITSL has hosted a national summit for HALTs, certifying
authorities and others interested in the work of nationally certified
teachers. The focus of the summit is for HALT to work with leading thinkers
from Australia and internationally, develop skills that equip them to lead
and inspire colleagues, and collaborate with other HALTs. (AITSL, n.d.) The
summit aims to showcase the impact of HALTs around Australia and
demonstrate the influence of certified teachers at school, district and
community levels.

•

At a regional level, TQI of ACT (the territory’s certifying authority) hosts an
annual Teacher Sharespace for all teachers in the ACT. These events
“present a range of effective teaching practices or share different
perspectives on the role of certification in their professional growth” (TQI,
n.d.) Each year more than 100 teachers attend to see the work of HALTs in
local schools, to discuss networking and cooperative opportunities with
certified teachers and discuss the process and outcomes of the certification
process. The events are a highly visible way to demonstrate the work of
HALTs in all sectors in the ACT.

The focus group respondents provided more questions than answers about their
consideration of the role of HALTs in school and teaching communities.
Respondents were unconvinced about the role of accredited teachers – uncertain
about roles, remuneration, responsibilities and position (if any) in school
leadership. Simply, they felt the HALT process provided a label in search of a role.
With a question mark about the role of an accredited teacher, it is understandable
that teachers are less-than-ebullient about options for their own certification. The
attitude from participants, while considering the time and effort to apply for
certification, could be summarised as “why bother?”
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Talbot (2016) presented findings that mirror the criticism from this study’s
participants. Referring to portfolios as “evidence for no one”, Talbot
nominates that the collection of evidence for Standards ignores the
individual work of teachers. School-based processes and procedures around
the collection and validation of such evidence for accreditation purposes
might easily become a matter of ‘ticking-off’ a list of evidence of no
particular contextual relevance’ (p. 27). Talbot suggests while teachers may
work with the Standards, their evidence sets are being presented for the
machine of the Standards, rather than for explicit development of
classrooms. In a review of Australian teacher experiences with the
Standards, Talbot suggests teachers are not improving practice because of
the Standards but may be following the Standards to fulfil administrative
requirements.
But what about the work of HALTs? Is there a vision that the certified teachers are
valuable because they can do more – whatever the ‘more’ may be? In a 2018
interview AITSL Chairman John Hattie worked in broad strokes to lay out the vision
about what HALTs are able to, and should be, doing. He noted the classroom
operations of HALT teachers was “quite different” and opined that “we (AITSL)
want them to have more involvement in working with other teachers not only in
their school but across their school” (McKew, 2018). His language was positive and
progressive, but he provided little detail about what HALT teachers actually do. This
vision was presented in more detail by AITSL in a census of HALTs conducted in
2018:
The self-reflective process of certification, the collaboration and networking
opportunities provided through the HALT Network and the mentoring and
coaching HALTs undertake post-certification are together working to
strengthen expertise and improve learner outcomes in the longer term.
Research undertaken with Independent Schools Queensland (Queensland
University of Technology 2019) further demonstrated that the work of
HALTs is having an impact on student learning and welfare, creating a
positive influence on peers, building school community and facilitating the
personal growth of HALTs. Certification was found to have renewed
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collegiality between teachers, improved personal practice, boosted
leadership confidence and instilled feelings of pride and accomplishment. To
build on these initial positive findings, more research is required to further
understand the impact of HALTs on their colleagues and learners (AITSL,
2018).
Behind these summaries lies questions posed in the focus groups – what is it that
HALTs do, or could possibly do, that would make certification worthwhile? What is
the role of a HALT that makes certification an attractive (even an inviting) process?
A proposal from the Grattan Institute in 2020 identified roles for expert teachers
(using HALT certification as a pre-requisite):
‘Master Teachers’ (the top 1 per cent of the profession) would have no
formal classroom load but would be the overall pedagogical leaders in their
subjects, working across a network of schools in their region. They would
help identify teacher needs and coordinate training. They would guide
‘Instructional Specialists’ (limited to 8 per cent of the workforce), who would
split their time between classroom teaching and instructional leadership.
Instructional Specialists would work in their own schools to support and
guide other teachers. (Goss & Sonnemann, 2020).
Defined roles for HALTs would provide an answer to focus group participants’
uncertainty about the outcome for teachers who achieve HALT certification. A
definition of intent, action and responsibilities would clarify the purpose of a
teacher’s efforts to achieve certification. In summary, job descriptions that
recognise the skills of HALTs, provides a statement of responsibility, recognises with
payment and progress could make the entire HALT milieu visible and relevant.
Focus group participants provided clear views on the application process to become
certified as HALTs. They believed the undertaking was lengthy, complex, inauthentic
and subject to misrepresentation. For the respondents, the pathway to certification
was too long, too difficult and too unclear. Participants were consistent in their
views that the application process is a major drag factor when considering
certification as HALT.
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Measures to address these concerns have been presented in the ACT by the
Teacher Quality Institute – the certifying authority for HALTs. In measures designed
to provide “enhanced pathways for teachers to certification”, TQI is trialling a series
of measures to simply the application process and support teachers considering
certification (ACT Education Directorate, 2019):
A most significant achievement for TQI in 2019-20 is the continuation of the
trial of the new Modular model for the certification of Highly Accomplished
and Lead Teachers (HALTs). Under the new model, teachers can undertake
certification in the Domains of the Teacher Standards or modules. The
model addresses the assessors’ and participants’ individual circumstances as
it allows them to undertake the work in more manageable pieces. It also
allows for more dispersed payment i.e., at the submission of each module,
rather than two large payments.
The modular approach from TQI of ACT provides for completion of an application
over two years, rather than 10 months in previous iterations. TQI provides free
workshops, exemplars and mentoring at each stage. While the application fee
remains for all participants, the payment of $1300 is presented in four steps
throughout the year (based on successful progress) (TQI ACT, n.d.). This approach
should address participants’ concerns about the time required and the paucity of
guidance for applicants. However, given the early stages of the approach and the
COVID-19 disruptions of 2020, it is unclear about the benefits that may flow from
these changes. TQI ACT has formed a research partnership with the University of
Canberra to evaluate the trial, with a report due in November 2021 (ACT Education
Directorate, 2019, p. 242).
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A summary of implications
The study provided several pathways that may change teachers’ views of
certification and the pathway to HALT status. From a current state that could be
summarised as “why bother?” there are options to re-frame how HALT-certified
teachers are viewed by others, and to review the application pathway. With an
AITSL goal of ‘a HALT in every school’, the following measures may provide more
traction to expand the number of certified teachers.
1. Develop more consistent approaches to using the Standards
Teachers’ view of the role and value of the Standards are not standardised. Some
jurisdictions used them for teacher career progression – some do not. Some
educational systems in a given state or territory use the Standards to recognise
teacher development – with career pathways, payment steps and promotional
opportunities. Some do not. There is inconsistent recognition of the Standards as an
integral part of a teacher’s career. If teachers are to embrace the Standards as a
relevant aspect of their profession, clear signals and actions need to be made
consistent and explicit for all sectors and systems.
2. Recognise that school culture is a major factor in teachers’ certification
decision
Beyond recognition at state and system level, individual schools shape teachers’
view of the Standards. The actions, discussions and posture of each school will
shape teacher attitudes towards using the Standards for career progression. Some
schools will make explicit use of the Standards for their teachers, creating roles for
HALT educators and providing explicit and implied support for those considering
HALT certification – and some will not. Recognising the role that individual schools
and school communities have in shaping teachers’ view of HALTs is a key step in
changing teachers’ perceptions of the Standards and HALT progressions.
3. Highlight the work of HALTs in a systematic manner
Answering the question “what do HALTs do?” can help address teachers’
ambivalence about certification. Explicit demonstrations and examples of the work
of HALTs can demonstrate the nature of the standard of operation of certified
teachers. Online workshops, shared-spaces or peer-to-peer visits and swaps all
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allow the wider teaching community to understand the value of HALT-certified
teachers (and the value of certification).
4. Recognise the contribution of HALTs to build credibility
As well as external platforms (above) to highlight the work of HALTs, actions within
schools can also build understanding about the role of certified teachers. This may
occur in formalised roles like mentoring and leadership positions defined for HALTs,
or in ad hoc or short-term roles like research leads or project coordinators. Efforts
by schools to endorse and make use of HALTs can contribute to teachers’ view
about the value of certification.
5. Streamline the HALT certification process
A four-step process with payment and review at each stage is a complex and
daunting system. The ability to prepare, review and steward an application for HALT
in a simple manner is likely to encourage uptake. Support at the school level,
system-wide processes and mentors to assist applicants, exemplars and review
panels are all options that can make application simpler and more transparent. The
current application process is viewed by teachers as a drag factor for certification so
transformation of the process (with applicants in mind) may ameliorate this
position.
The five approaches presented here do not provide a magic solution to the
concerns raised during the focus groups. After almost a decade of false starts and
missed opportunities, there can be no overnight solution to address the scepticism
of teachers towards HALT certification as presented in the focus groups. Their
responses represent a reservoir of misunderstanding and mistrust that will take
quite some time and consistent messaging efforts to relieve – even before the
numbers of HALTs can begin to approach the 9000 visualised by the AITSL
chairman. Yet these changes (and others) can provide directions to make HALT
progression relevant, valuable and of daily interest and advantage for students,
peers, schools and communities.
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CHAPTER SIX: CONCLUSION
The focus of this study was to determine factors affecting the decisions of
secondary teachers in the independent system in the ACT surrounding HALT
certification. This means determining the factors they believe would advance and
detract their determination to seek HALT certification. This study investigated
teacher views: what are the accelerator and drag factors for teachers considering
HALT certification?
As a summary of outcomes, focus group members were likely to develop a more
positive view of HALT certification, and be more likely to consider preparing their
own application, if the following changes were made:
•

Develop recognition of the value of the Standards across the teaching sector

•

Develop site-based processes to recognise the value of the Standards

•

Regular platforms highlighted the work of HALTs

•

Develop approaches to value the contribution of accredited teachers

•

Streamline the process for applicants to be certified as HALTs.

After almost a decade, there is scope to review the current structures and
approaches if there is still a desire to expand the pool of HALTs. The directions
provided below are presented to address the concerns raised in the focus groups.
These concerns and questions were raised by secondary teachers in the ACT and
responding to these views may provide for a more effective and sustainable
pathway for HALT certification in other sectors and other systems.
This study presents recurring themes about the views of teachers towards HALT
certification from teachers in one sector. For these teachers, the process is seen as
complex, the evidence sets are unrepresentative and the outcomes are obscure. If
we take the views of the ACT Education Directorate and AITSL chair Professor John
Hattie – the stated aims of having a HALT in every school – the current situation has
a gap of about four years on current certification rates in the ACT (85 certified
teachers in 135 schools). This gap exists in a jurisdiction that currently leads the
nation for pro-rata rates of certification.
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Four years ago, AITSL presented a series of “next steps” to steward national
certification of HALTs in Australia. The outline provided four measures to direct
certification:
•

Work with certifying authorities to promote certification, support
education authorities in non-participating jurisdictions to make
certification available.

•

Undertake research to examine the impact of nationally certified
teachers and map the career pathways, retention and development
of teachers as a result of undertaking certification as HALT;

•

Review and strengthen the quality assurance measures that support
national certification; and

•

Support effective sharing of the expertise of nationally certified HALTs.
(AITSL, 2017, p. 16-17).

The recommendations below amplify these steps and reflect views of the focus
group participants. These moves provide national and local measures aimed to
create a more positive view of HALT certification, and therefore encourage more
teachers to consider certification.
HALT certification is not offered in all states. HALT certification is not universally
supported by Australia’s various educational sectors. In some states and territory
that have systems for certifying teachers, not all education sectors are signatories
to the scheme. A program where public, Catholic and independent sectors all
support the certification of teachers currently only exists in a minority of Australian
states and territories.
The starting point to encourage Australian teachers to consider certification must
be to make the scheme a valid scheme for all Australian teachers. The idea that a
teacher is certified as an expert practitioner in some areas – but not all –
undermines the credibility of the entire systems. Focus group participants
questioned the relevance of certification – and the current mixture of operation
and adoption does little to answer these concerns. AITSL outlined the urgency of
addressing this measure in 2017, and it remains a leading factor to encourage
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teachers to consider their own certification journey. A national scheme, supported
by all sectors in all jurisdictions, is a far more credible option than the current
patchwork.
Just as a national system would provide credibility and prestige for a certification
scheme, respondents believed consistent approaches regarding payment for
certified HALTs would deliver greater validity to the scheme. Again, the patchwork
of pay advances across systems and jurisdictions (or the absence of such) was seen
as a detrimental aspect surrounding certification. A consistent approach to reward
for certification provides a visible marker of the value the educational sector
provides for HALT - value in both terms of annual increments and value as
recognising HALTs as expert teachers. The absence of a consistent approach on
payment is similar to the absence of a consistent approach across state and sectors
– it strips credibility and worth from certification.
Focus group participants were apprehensive about the application process required
for consideration as HALT. Uncertainty, misunderstanding and lack of trust
surrounded this aspect of the HALT landscape during discussion. These teachers
believed preparing an application was complex, expensive and relied on arcane
processes and procedures. Measures to provide clarity and direction for teachers
considering certification should address these beliefs (regardless of whether the
beliefs are based in fact, hearsay, outright myth or a combination of all three). The
ACT Teacher Quality Institute is the regulating authority for HALT certification. They
have adopted a modular approach to application, spreading the workload over two
years. They have provided exemplars and mentors for applicants. They have
arranged for payment to be made over two years, rather than 10 months. Their
efforts to make the application process much clearer and more direct are at an
early stage, but they could provide important indicators to remove concerns about
applications for HALT.
Beyond the mechanics of certification lies further questions about the outcomes for
HALTs. A national system for all states and systems, where teachers are recognised
and paid for their identified skills, after a rigorous and navigable application process
– these aspects provide consistency and credibility for HALTs as expert teachers –
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capable of superior operations in class, capable of achieving superior student
outcomes and capable of leading in schools and communities. The focus group
participants raised further questions – what do HALTs do, and why is it important?
One rationale for HALTs lies in the HALT Charter. This provides an explanation of
the raison d'être for HALTs by providing an umbrella for certified teachers. The
Charter outlines the intent:
As a Network we will:
•

share our expertise to develop ourselves and others

•

celebrate our success and our profession

•

work with beginning teachers and induct them to our profession

•

encourage and coach our colleagues to become nationally certified
(AITSL, 2017).

Amplifying each of these points is likely to address concerns and hesitations raised
by teachers during the interviews.
Sharing expertise will answer questions about what HALTs do and why achieving
certification may be valuable to individuals, schools or communities. This is already
evident in the ACT through regular workshops and share-spaces and there are
opportunities for more regular staging and continued targeted deliver. On a
national scale, regular sharing of expertise will provide regular and detailed
platforms to demonstrate the work of HALTs.
Measures to celebrate HALT successes and the wider profession will similarly
provide an answer to “what do HALTs do?” Whether this is advocacy in political
terms, activism regarding application of educational research or promotion of
issues of teacher wellbeing and welfare, there are opportunities for certified
teachers to take on new roles to explicitly demonstrate HALTs as champions.
Some HALTs have already taken a high-profile role to support new teachers with
induction support programs fostered by AITSL. In schools, the mentor role to work
with early-career teachers is often given to certified teachers. Formalising these
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actions and making the HALT teacher the natural partner of the new teacher will
provide further expansion to clarify the role of HALTs.
Approaches to support teachers to become certified educators provide micro and
macro- opportunities for HALT to demonstrate the outcomes of certification. Daily
interactions at school and online can address inquiries about HALTs and the
certification process. Extension events, including real and virtual share-spaces, can
develop confidence and assurance for those considering certification. HALTs hold a
national meeting every year at the HALT Summit. Opening this event up those
interested in certification could be a visible pathway for HALTs to encourage
colleagues to become certified.
The actions indicated above provide a formalised outline for HALTs in Australia.
Taken together, these indicate what HALTs could do and how they could do it.
Working together, operating nationally and providing a clear indication of the value
of expert teachers. This could be in advocacy, curation, exposition of resources – all
measures that demonstrate what HALTs do individually and collectively.
This study does not deliver a new world of understanding about teachers’ views.
There is no exclamation of discovery as these attitudes have been reported by
teachers in other nations. However, there is a unique presentation of the views of
some Australian teachers against a background of institutional support for the
Standards. The study sought to discover what factors are encouraging and
discouraging teachers from seeking certification – at exactly the same time AITSL
and various regulatory bodies set out to expand the number of HALTs. Teacher
answers about progression to HALT were direct – “it’s too hard, it’s not relevant,
I’m too busy, what’s the point anyway?” Without a clear direction of the value of
certification, these questions remain unanswered for the study’s teachers. The
value of certification value may come in pay, in promotion, in leadership role, in
community advocacy. The exact nature of that value, in prestige, in pay-packets or
in promotion, will be determined to a major degree on a national scale. Gonski 2.0
recommended better career paths for teachers. Grattan Institute has provided a
blueprint for making use of expert teachers. To encourage teachers to pursue
certification, the nature of HALT has to be more than the current situation.
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HALT certification in 2021 is a badge in search of a role. After nearly a decade, the
scheme can no longer plead that it is in an introductory mode. Teachers have
formed views about certification and the value of applying for HALT status. Each
year an average of 100 teachers from six jurisdictions succeed in their goal to
become a “nationally certified teacher”. They plan portfolios, they curate evidence
and they are judged on the state of their careers. Their efforts must be about more
than a badge. Systems to apply rigorous inspections and then identify expert
teachers must provide outcomes greater than a smile and handshake, a framed
certificate and an email signature block. Defining the purpose of certification,
defining roles and career progressions for HALTs, and making HALT matter on the
national stage are essential to make meaningful progress in the remainder of this
decade.
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Appendix One – The APST Descriptors

Domain: Professional Knowledge
Standard 1: Know students and how they learn
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 1.1 Physical, social and intellectual development and characteristics of students
Demonstrate knowledge and understanding
of physical, social and intellectual
development and characteristics of students
and how these may affect learning.

Use teaching strategies based on
knowledge of students’ physical, social and
intellectual development and
characteristics to improve student
learning.

Select from a flexible and effective repertoire
of teaching strategies to suit the physical,
social and intellectual development and
characteristics of students.

Lead colleagues to select and develop teaching
strategies to improve student learning using
knowledge of the physical, social and intellectual
development and characteristics of students.

Expand understanding of how students learn
using research and workplace knowledge.

Lead processes to evaluate the effectiveness of
teaching programs using research and workplace
knowledge about how students learn.

Focus area 1.2 Understand how students learn
Demonstrate knowledge and understanding of
research into how students learn and the
implications for teaching.

Structure teaching programs using research and
collegial advice about how students learn.

Focus area 1.3 Students with diverse linguistic, cultural, religious and socioeconomic backgrounds
Demonstrate knowledge of teaching strategies
that are responsive to the learning strengths and
needs of students from diverse linguistic,
cultural, religious and socioeconomic
backgrounds.

Design and implement teaching strategies
that are responsive to the learning strengths and
needs of students from diverse linguistic,
cultural, religious and socioeconomic
backgrounds.

Support colleagues to develop effective teaching
strategies that address the learning strengths
and needs of students from diverse linguistic,
cultural, religious and socioeconomic
backgrounds.
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Evaluate and revise school learning and
teaching programs, using expert and
community knowledge and experience, to
meet the needs of students with diverse
linguistic, cultural, religious and
socioeconomic backgrounds.

Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 1.4 Strategies for teaching Aboriginal and Torres Strait Islander students
Demonstrate broad knowledge and
understanding of the impact of culture, cultural
identity and linguistic background on the
education of students from Aboriginal and Torres
Strait Islander backgrounds.

Design and implement effective teaching
strategies that are responsive to the local
community and cultural setting, linguistic
background and histories of Aboriginal and
Torres Strait Islander students.

Provide advice and support colleagues in the
implementation of effective teaching strategies
for Aboriginal and Torres Strait Islander students
using knowledge of and support from community
representatives.

Develop teaching programs that support
equitable and ongoing participation of Aboriginal
and Torres Strait Islander students by engaging in
collaborative relationships with community
representatives and parents/ carers.

Focus area 1.5 Differentiate teaching to meet the specific learning needs of students across the full range of abilities
Demonstrate knowledge and understanding of
strategies for differentiating teaching to meet
the specific learning needs of students across
the full range of abilities.

Develop teaching activities that
incorporate differentiated strategies to
meet the specific learning needs of
students across the full range of abilities.

Evaluate learning and teaching programs,
using student assessment data, that are
differentiated for the specific learning needs
of students across the full range of abilities.

Lead colleagues to evaluate the effectiveness
of learning and teaching programs
differentiated for the specific learning needs of
students across the full range of abilities.

Focus area 1.6 Strategies to support full participation of students with disability
Demonstrate broad knowledge and
understanding of legislative requirements
and teaching strategies that support
participation and learning of students with
disability.

Design and implement teaching activities that
support the participation and learning of
students with disability and address relevant
policy and legislative requirements.

Work with colleagues to access specialist
knowledge, and relevant policy and
legislation, to develop teaching programs
that support the participation and learning of
students with disability.
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Initiate and lead the review of school policies
to support the engagement and full
participation of students with disability and
ensure compliance with legislative and/or
system policies.

Domain: Professional Knowledge
Standard 2: Know the content and how to teach it
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 2.1 Content and teaching strategies of the teaching area
Demonstrate knowledge and understanding of Apply knowledge of the content and teaching
the concepts, substance and structure of the strategies of the teaching area to develop
content and teaching strategies of the
engaging teaching activities.
teaching area.

Support colleagues using current and
comprehensive knowledge of content and
teaching strategies to develop and
implement engaging learning and teaching
programs.

Lead initiatives within the school to evaluate
and improve knowledge of content and
teaching strategies and demonstrate
exemplary teaching of subjects using effective,
research-based learning and teaching
programs.

Exhibit innovative practice in the selection
and organisation of content and delivery of
learning and teaching programs.

Lead initiatives that utilise comprehensive
content knowledge to improve the selection
and sequencing of content into coherently
organised learning and teaching programs.

Support colleagues to plan and implement
learning and teaching programs using
contemporary knowledge and understanding
of curriculum, assessment and reporting
requirements.

Lead colleagues to develop learning and
teaching programs using comprehensive
knowledge of curriculum, assessment and
reporting requirements.

Focus area 2.2 Content selection and organisation
Organise content into an effective learning
and teaching sequence.

Organise content into coherent, wellsequenced learning and teaching programs.

Focus area 2.3 Curriculum, assessment and reporting
Use curriculum, assessment and reporting
knowledge to design learning sequences and
lesson plans.

Design and implement learning and teaching
programs using knowledge of curriculum,
assessment and reporting requirements.
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Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 2.4 Understand and respect Aboriginal and Torres Strait Islander people to promote reconciliation between Indigenous and non Indigenous Australians
Demonstrate broad knowledge of,
understanding of and respect for Aboriginal
and Torres Strait Islander histories, cultures
and languages.

Provide opportunities for students to develop
understanding of and respect for Aboriginal
and Torres Strait Islander histories, cultures
and languages.

Support colleagues with providing
opportunities for students to develop
understanding of and respect for Aboriginal
and Torres Strait Islander histories, cultures
and languages.

Lead initiatives to assist colleagues with
opportunities for students to develop
understanding of and respect for Aboriginal
and Torres Strait Islander histories, cultures
and languages.

Focus area 2.5 Literacy and numeracy strategies
Know and understand literacy and numeracy
teaching strategies and their application in
teaching areas.

Apply knowledge and understanding of
Support colleagues to implement effective
effective teaching strategies to support
teaching strategies to improve students’
students’ literacy and numeracy achievement. literacy and numeracy achievement.

Monitor and evaluate the implementation of
teaching strategies within the school to
improve students’ achievement in literacy and
numeracy using research-based knowledge and
student data.

Focus area 2.6 Information and Communication Technology (ICT)
Implement teaching strategies for using ICT to Use effective teaching strategies to integrate
expand curriculum learning opportunities for ICT into learning and teaching programs to
students.
make selected content relevant and
meaningful.

Model high- level teaching knowledge and
skills and work with colleagues to use
current ICT to improve their teaching
practice and make content relevant and
meaningful.
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Lead and support colleagues within the school
to select and use ICT with effective teaching
strategies to expand learning opportunities and
content knowledge for all students.

Domain: Professional Practice
Standard 3: Plan for and implement effective teaching and learning
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 3.1 Establish challenging learning goals
Set learning goals that provide achievable
Set explicit, challenging and achievable learningDevelop a culture of high expectations for all Demonstrate exemplary practice and high
challenges for students of varying abilities and goals for all students.
students by modelling and setting challenging expectations and lead colleagues to encourage
characteristics.
learning goals.
students to pursue challenging goals in all
aspects of their education.

Focus area 3.2 Plan, structure and sequence learning programs
Plan lesson sequences using knowledge of
student learning, content and effective
teaching strategies.

Plan and implement well-structured learning
and teaching programs or lesson sequences
that engage students and promote learning.

Work with colleagues to plan, evaluate and
modify learning and teaching programs to
create productive learning environments that
engage all students.

Exhibit exemplary practice and lead colleagues
to plan, implement and review the
effectiveness of their learning and teaching
programs to develop students’ knowledge,
understanding and skills.

Focus area 3.3 Use teaching strategies
Include a range of teaching strategies.

Select and use relevant teaching strategies
to develop knowledge, skills, problem
solving and critical and creative thinking.

Support colleagues to select and apply effectiveWork with colleagues to review, modify and
teaching strategies to develop knowledge,
expand their repertoire of teaching strategies
skills, problem solving and critical and creative to enable students to use knowledge, skills,
thinking.
problem solving and critical and creative
thinking.
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Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Assist colleagues to create, select and use
a wide range of resources, including ICT, to
engage students in their learning.

Model exemplary skills and lead colleagues in
selecting, creating and evaluating resources,
including ICT, for application by teachers within
or beyond the school.

Assist colleagues to select a wide range of
verbal and non -verbal communication
strategies to support students’
understanding, engagement and
achievement.

Demonstrate and lead by example inclusive
verbal and non-verbal communication
using collaborative strategies and
contextual knowledge to support students’
understanding, engagement and
achievement.

Focus area 3.4 Select and use resources
Demonstrate knowledge of a range of
Select and/or create and use a range of
resources, including ICT, that engage students resources, including ICT, to engage students
in their learning.
in their learning.

Focus area 3.5 Use effective classroom communication
Demonstrate a range of verbal and non verbal communication strategies to support
student engagement.

Use effective verbal and non- verbal
communication strategies to support student
understanding, participation, engagement and
achievement.

Focus area 3.6 Evaluate and improve teaching programs
Demonstrate broad knowledge of strategies Evaluate personal teaching and learning
that can be used to evaluate teaching programsprograms using evidence, including
to improve student learning.
feedback from students and student
assessment data, to inform planning.

Work with colleagues to review current
Conduct regular reviews of teaching and
teaching and learning programs using student learning programs using multiple sources of
feedback, student assessment data, knowledge evidence including student assessment data,
of curriculum and workplace practices.
curriculum documents, teaching practices and
feedback from parents/ carers, students and
colleagues.

Focus area 3.7 Engage parents/carers in the educative process
Describe a broad range of strategies for
involving parents/carers in the educative
process.

Plan for appropriate and contextually
relevant opportunities for parents/ carers to
be involved in their children’s learning.

Work with colleagues to provide appropriate Initiate contextually relevant processes to
and contextually relevant opportunities for
establish programs that involve parents/ carers
parents/carers to be involved in their children’s in the education of their children and broader
learning.
school priorities and activities.
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Domain: Professional Practice
Standard 4: Create and maintain supportive and safe learning environments
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Model effective practice and support
colleagues to implement inclusive strategies
that engage and support all students.

Demonstrate and lead by example the
development of productive and inclusive
learning environments across the school by
reviewing inclusive strategies and exploring
new approaches to engage and support all
students.

Model and share with colleagues a flexible
repertoire of strategies for classroom
management to ensure all students are
engaged in purposeful activities.

Initiate strategies and lead colleagues to
implement effective classroom management
and promote student responsibility for
learning.

Develop and share with colleagues a
flexible repertoire of behaviour
management strategies using expert
knowledge and workplace experience.

Lead and implement behaviour management
initiatives to assist colleagues to broaden their
range of strategies.

Focus area 4.1 Support student participation
Identify strategies to support inclusive
student participation and engagement in
classroom activities.

Establish and implement inclusive and
positive interactions to engage and
support all students in classroom
activities.

Focus area 4.2 Manage classroom activities
Demonstrate the capacity to organise
classroom activities and provide clear
directions.

Establish and maintain orderly and
workable routines to create an
environment where student time is
spent on learning tasks.

Focus area 4.3 Manage challenging behaviour
Demonstrate knowledge of practical
Manage challenging behaviour by establishing
approaches to manage challenging behaviour. and negotiating clear expectations with
students and address discipline issues
promptly, fairly and respectfully.
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Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 4.4 Maintain student safety
Describe strategies that support students’
wellbeing and safety working within school
and/or system, curriculum and legislative
requirements.

Ensure students’ wellbeing and safety within Initiate and take responsibility for
school by implementing school and/ or system, implementing current school and/ or system,
curriculum and legislative requirements.
curriculum and legislative requirements to
ensure student wellbeing and safety.

Evaluate the effectiveness of student
wellbeing policies and safe working
practices using current school and/ or
system, curriculum and legislative
requirements and assist colleagues to
update their practices.

Focus area 4.5 Use ICT safely, responsibly and ethically
Demonstrate an understanding of the relevant Incorporate strategies to promote the safe,
issues and the strategies available to support responsible and ethical use of ICT in learning
the safe, responsible and ethical use of ICT in and teaching.
learning and teaching.

Model, and support colleagues to develop,
Review or implement new policies and
strategies to promote the safe, responsible and strategies to ensure the safe, responsible and
ethical use of ICT in learning and teaching.
ethical use of ICT in learning and teaching.
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Domain: Professional Practice
Standard 5: Assess, provide feedback and report on student learning
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Develop and apply a comprehensive range of
assessment strategies to diagnose learning
needs, comply with curriculum requirements
and support colleagues to evaluate the
effectiveness of their approaches to
assessment.

Evaluate school assessment policies and
strategies to support colleagues with using
assessment data to diagnose learning needs,
complying with curriculum,
system and/or school assessment
requirements and using a range of assessment
strategies.

Focus area 5.1 Assess student learning
Demonstrate understanding of assessment
strategies, including informal and formal,
diagnostic, formative and summative
approaches to assess student learning.

Develop, select and use informal and formal,
diagnostic, formative and summative
assessment strategies to assess student
learning.

Focus area 5.2 Provide feedback to students on their learning
Demonstrate an understanding of the
purpose of providing timely and appropriate
feedback to students about their learning.

Provide timely, effective and appropriate
Select from an effective range of strategies to
feedback to students about their achievement provide targeted feedback based on informed
relative to their learning goals.
and timely judgements of each student’s
current needs in order to progress learning.

Model exemplary practice and initiate
programs to support colleagues in applying a
range of timely, effective and appropriate
feedback strategies.

Focus area 5.3 Make consistent and comparable judgements
Demonstrate understanding of assessment
moderation and its application to support
consistent and comparable judgements of
student learning.

Understand and participate in assessment
moderation activities to support consistent
and comparable judgements of student
learning.

Organise assessment moderation activities that Lead and evaluate moderation activities
support consistent and comparable
that ensure consistent and comparable
judgements of student learning.
judgements of student learning to meet
curriculum and school or system
requirements.
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Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Work with colleagues to use data from
internal and external student assessments
for evaluating learning and teaching,
identifying interventions and modifying
teaching practice.

Coordinate student performance and program
evaluation using internal and external student
assessment data to improve teaching practice.

Work with colleagues to construct accurate,
informative and timely reports to students and
parents/carers about student learning and
achievement.

Evaluate and revise reporting and
accountability mechanisms in the school to
meet the needs of students, parents/ carers
and colleagues.

Focus area 5.4 Interpret student data
Demonstrate the capacity to interpret student Use student assessment data to analyse
assessment data to evaluate student learning and evaluate student understanding of
and modify teaching practice.
subject/content, identifying interventions
and modifying teaching practice.

Focus area 5.5 Report on student achievement
Demonstrate understanding of a range of
strategies for reporting to students and
parents/carers and the purpose of keeping
accurate and reliable records of student
achievement.

Report clearly, accurately and respectfully to
students and parents/ carers about student
achievement, making use of accurate and
reliable records.
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Domain: Professional Engagement
Standard 6: Engage in professional learning
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Analyse the Australian Professional
Standards for Teachers to plan personal
professional development goals, support
colleagues to identify and achieve personal
development goals and pre- service teachers
to improve classroom practice.

Use comprehensive knowledge of
the Australian Professional Standards for
Teachers to plan and lead the development of
professional learning policies and programs
that address the professional learning needs
of colleagues and pre-service teachers.

Plan for professional learning by accessing
and critiquing relevant research, engage in
high-quality targeted opportunities to
improve practice and offer quality
placements for pre-service teachers where
applicable.

Initiate collaborative relationships to
expand professional learning
opportunities, engage in research, and
provide quality opportunities and
placements for pre-service teachers.

Focus area 6.1 Identify and plan professional learning needs
Demonstrate an understanding of the
role of the Australian Professional
Standards for Teachers in identifying
professional learning needs

Use the Australian Professional Standards
for Teachers and advice from colleagues to
identify and plan professional learning
needs.

Focus area 6.2 Engage in professional learning and improve practice
Understand the relevant and appropriate
sources of professional learning for
teachers.

Participate in learning to update knowledge
and practice, targeted to professional needs
and school and/or system priorities.
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Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Initiate and engage in professional
discussions with colleagues in a range of
forums to evaluate practice directed at
improving professional knowledge and
practice, and the educational outcomes of
students.

Implement professional dialogue within the
school or professional learning network(s) that
is informed by feedback, analysis of current
research and practice to improve the
educational outcomes of students.

Focus area 6.3 Engage with colleagues and improve practice
Seek and apply constructive feedback from
Contribute to collegial discussions and
supervisors and teachers to improve teaching apply constructive feedback from
practices.
colleagues to improve professional
knowledge and practice.

Focus area 6.4 Apply professional learning and improve student learning
Demonstrate an understanding of the
rationale for continued professional learning
and the implications for improved student
learning.

Undertake professional learning programs
designed to address identified student
learning needs.

Engage with colleagues to evaluate the
Advocate, participate in and lead strategies to
effectiveness of teacher professional learning support high -quality professional learning
activities to address student learning needs. opportunities for colleagues that focus on
improved student learning.

Page Break

181

Domain: Professional Engagement
Standard 7: Engage professionally with colleagues, parents/carers and the community
Descriptor at career stage
Graduate

Proficient

Highly Accomplished

Lead

Focus area 7.1 Meet professional ethics and responsibilities
Understand and apply the key principles
described in codes of ethics and conduct
for the teaching profession.

Meet codes of ethics and conduct established Maintain high ethical standards and support
by regulatory authorities, systems and schools. colleagues to interpret codes of ethics and
exercise sound judgement in all school and
community contexts.

Model exemplary ethical behaviour and
exercise informed judgements in all
professional dealings with students,
colleagues and the community.

Focus area 7.2 Comply with legislative, administrative and organisational requirements
Understand the relevant legislative,
administrative and organisational policies and
processes required for teachers according to
school stage.

Understand the implications of and comply
Support colleagues to review and interpret
with relevant legislative, administrative,
legislative, administrative, and organisational
organisational and professional requirements, requirements, policies and processes.
policies and processes.

Initiate, develop and implement relevant
policies and processes to support colleagues’
compliance with and understanding of existing
and new legislative, administrative,
organisational and professional
responsibilities.

Focus area 7.3 Engage with the parents/carers
Understand strategies for working effectively, Establish and maintain respectful
sensitively and confidentially with
collaborative relationships with parents/
parents/carers.
carers regarding their children’s learning and
wellbeing.

Demonstrate responsiveness in all
communications with parents/carers about
their children’s learning and wellbeing.

Identify, initiate and build on opportunities
that engage parents/carers in both the
progress of their children’s learning and in the
educational priorities of the school.

Focus area 7.4 Engage with professional teaching networks and broader communities
Understand the role of external professionals Participate in professional and community
and community representatives in broadening networks and forums to broaden knowledge
teachers’ professional knowledge and practice. and improve practice.

Contribute to professional networks and
Take a leadership role in professional and
associations and build productive links with the community networks and support the
wider community to improve teaching and
involvement of colleagues in external learning
learning.
opportunities.

182

Appendix Two - Extract from “Expert Teachers”
In Expert Teachers, author Andrew Goodwyn (2017, p. 55) revisits Hattie’s 16 facets
of the “gem-stone” of expert teaching. Goodwyn treats the expert teacher as an
expert professional and a major influence on other teachers. Goodwyn provides the
following list as a simplified version of Hattie’s characteristics:
•

Deep understanding of teaching and learning

•

Problem-solving approach

•

Ability to anticipate, plan and improvise

•

Excellent decision makers – prioritise decisions

•

Create optimal classroom climate for learning

•

Recognise the multi-dimensional nature of the classroom

•

Recognise that teaching is context dependent and highly situated

•

Constantly monitor student progress and provide valuable feedback

•

Test hypotheses, i.e., is this working?

•

More automatic, i.e., keep plenty of mental space available

•

High respect for all students

•

Passionate about teaching and learning

•

Highly motivated – builds students’ self-regulation, self-efficacy, self-

esteem
•

Sets appropriate but challenging goals and tasks

•

Positively impact on achievement

•

Enhance surface and deep learning
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Appendix Three – ACT TQI HALT Certification Pilot
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Appendix Four - Research Permissions and Approvals

188

189

Appendix Five - Research Phase Statement to Participants
Survey Information - ACT Teacher Survey
Master of Education (Research) Project
•
A study of teachers’ views of certification under the Australian Professional
Standards for Teachers (APST)
•
Research to be conducted at two focus groups in ACT schools
•
Focus groups of one-hour duration, with five to six teachers
Dear Principal and Teachers,
As required by the National Statement on Ethical Conduct in Human Research 2007 (Chapter 2.2:
General Requirements for Consent); the following information has been provided to assist you in
making an informed, voluntary decision to participate in the above research project.
The aim and purpose of the study
Australian teachers have been offered certification and progression to Highly Accomplished and
Lead teacher status since 2012. By September 2019, 600 teachers (from an Australian teacher
workforce of more than 260,000) had achieved certification. This study proposes to examine the
views of ACT teachers from one education sector regarding certification, and their view of AITSL’s
definitions for teacher quality under the Australian Professional Standards for Teachers.
The key investigative areas are:
•
What use have teachers made of the Standards?
•
What views do teachers have of the Standards?
•
How do teachers view the Standards in terms of the development of the teaching
profession?
•
How do teachers view the Standards in terms of their own career progression?
The proposed study will identify major factors encouraging teachers to consider certification; drag
factors encountered by teachers during their consideration of certification; and major factors
discouraging teachers from considering certification.
Voluntary participation
Your participation is voluntary. As a volunteer participant, you may withdraw consent at any time. If
you wish to consent, you will be asked to complete the Consent Form (Teacher).
Any payments or other incentives for participation
As a participant you will not receive any payments or gratuities.
Duration of research and demands on participants
As a participant you will be asked to give your views during a 60-minute focus group interview.
There will be five or six teachers participating in each of two focus groups.
Risks, (harm, discomfort and inconvenience) and implications for participants
No harm, discomfort or risk factors have been identified in the preparation of this study.
Provision of services to participants adversely affected by research
There is no expectation of adverse effects from the focus group discussions.
Right to withdraw from participation at any stage
Your participation is voluntary, and you have the right to withdraw at any time. There will be no
implications for participants.
What are participants required to do?
AISACT has approved the researcher to approach Independent Schools in the ACT to seek their
nomination for voluntary participation in this study. Participants (teachers) will be asked to give their
views of the Australian Professional Standards for Teachers during a 60-minute focus group
interview. There will be five or six teachers participating in each of two focus groups at two separate
schools in the ACT.
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The process for participation is:
•
Approval from AISACT for study (received August 2019)
•
Principal approval of study in School/s
•
Information session at School/s to invite participation (15-minute presentation at
staff meeting)
•
Staff members volunteer for study and sign Consent Form
•
Focus group (five to six teachers, 60-minute session at School or other central
location)
Audio-visual recording of research activities and confidentiality of these recordings
An audio recording will be made of each focus group. Edith Cowan University has established
procedures to protect the storage of these materials. A copy of the procedures will be made
available to you on request.
Confidentiality and privacy protection
As a participant your identity will not be identified in any report. Names will be replaced by Teacher
A, Teacher B, etc. Edith Cowan University has established procedures to protect the privacy of
research participants. A copy of the procedures will be made available to you on request.
Dissemination or publication of research results
Research findings will be published as a thesis for consideration for the award of a Master of
Education (Research). Research findings may be presented as proceedings for educational journals
and/or conference proceedings.
Provision of research results, findings or reports to participants
The researcher’s thesis will be presented to Edith Cowan University. A copy of this thesis will be
made available for you and your school on request.
Amounts and sources of funding for research
No funding, commercial or other interest is associated with this research project. The researcher is a
full-time teacher and a Master of Education student at Edith Cowan University.
Any expected benefits to the wider community
The research will investigate the background and judgement of participants regarding a formalised
certification scheme for teachers in Australia. Given the profile of the issue of teacher certification in
Australia, an independent study of this nature may be value to determine teacher attitudes towards
the scheme and the process of certification. The ACT Teacher Quality Institute is running a pilot in
ACT in 2019/20 reviewing the certification pathway, and these findings may provide input to the
development of this project.
Contact details
The principal researcher is John Cole, a teacher in the ACT with 15 years’ experience.
John is a Master of Education student at Edith Cowan University: (jcole0@our.ecu.edu.au, M
The researcher’s supervisors are Dr Paula Mildenhall and Dr Fiona Budgen.
Complaints lodgement (dispute resolution) and handling process
The joint NHMRC/ARC/Universities Australia Australian code for the responsible conduct of research
(Australian Government, 2007) (“the Code”) is used by universities as the standard for the
responsible conduct of research in Australia. Management of complaints will be conducted in line
with the procedures of the Code. Copies are available here.
Thank you for your interest in this research project. Please feel free to contact the researcher if you
would like to discuss further. This information sheet is for you to keep.
Yours sincerely,

John Cole, Edith Cowan University Master of Education (Research) student
Phone:

Date:

Contact: John Cole (jcole0@our.ecu.edu.au, M

)

Page Break
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Interview Pathway

Are you aware of AITSL’s Standards for teacher progression to HALT certification?
Can you describe your engagement with the Standards to date?
Can you describe your view of the Standards?
Have you used them to date? How?
How have you become aware of the HALT descriptors (for example, AITSL or TQI website,
school visit, conference item, newsletter)
Have you had a discussion with a peer or co-worker who has considered the HALT
progression pathway?
Has your HOD or leadership at your school discussed the HALT Standards? Can you describe
that?
Do you think the Standards are necessary for career progression?
What factors would encourage you from using the AITSL HALT career progression
pathway?
What factors would discourage you from using the AITSL HALT career progression
pathway?
Page Break

Consent Form - ACT Teacher Survey
(Teacher Participant)

Project: What boosts? What drags? A study of teacher views about the career
certification process provided by the Australian Professional Standards for Teachers.

I (participant name)
____________________________________________________________ agree to
participate in the research project What boosts? What drags? A study of teacher views
about the career certification process provided by the Australian Professional Standards for
Teachers conducted by ECU research candidate John Cole who has discussed the research
project with me.
I have received, read and kept a copy of the information letter regarding the study. I have had
the opportunity to ask questions about this research and I have received satisfactory answers. I
understand the general purposes, risks and methods of this research.
I consent to participate in the research project and the following has been explained to me:
•
•

the research may not be of direct benefit to me
my participation is completely voluntary
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•
my right to withdraw from the study at any time without any implications
to me
•
the risks including any possible inconvenience, discomfort or harm as a
consequence of my participation in the research project
•
the steps that have been taken to minimise any possible risks
•
public liability insurance arrangements
•
what I am expected and required to do
•
whom I should contact for any complaints with the research or the
conduct of the research
•
I am able to request a copy of the research findings and reports
•
security and confidentiality of my personal information.

In addition, I consent to:
•
audio-visual recording of any part of or all research activities
•
publication of results from this study on the condition that my identify
will not be revealed.

Participant name: (please print)
Signature:

Date:

Researcher name: John Cole

Signature:

Date:
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